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CHAPTER I. INTRODUCTION 
The educational system of the United States has been under the American public's 
watchful eye in both the business and the community arenas. Public dissatisfaction with 
the perceived lack of quality of education's process and the product of education has 
caused educators to research the various aspects of successful schooling practices and 
develop processes for school improvement. The American business sector finds itself in 
a similar situation. The United States no longer stands out alone from other nations in 
productivity, technology, and standard of living. Because our economy competes in a 
world market, concern for educational productivity has stimulated a great deal of interest 
in finding ways to implement successful educational improvement processes similar to 
those in the competitive business culture. 
"The Effective Schools" movement represents the core of the improvement effort 
across the nation (AASA, 1992). It somewhat parallels the "Quality Improvement" 
process, developed by Deming, Juran, and Crosby (Hunt, 1992). Effective schooling and 
the concepts involved in the quality improvement process are two comer stones for 
improving American education. They provide a sound basis for improving student 
achievement. 
Statement of the Problem 
When a school district or an individual school makes a commitment to improve the 
quality of its educational practices, research based literature is available to guide them. 
The information available from the Effective Schools research and school improvement 
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efforts has been used as a foundation or a model for educational improvement (AASA, 
1992). Thanks to the researchers and educators who have studied this issue, practitioners 
in education have some sense of the educational practices in effective and successful 
schools, but familiarity with the concepts of effective educational practices is insufficient 
to bring about the changes necessary for improvement in education. We must identify 
specific practices and assess the effectiveness of their use. 
The problem addressed in this study is the lack of data related to the level of quality 
of educational practices. We do not know the level of quality of specific educational 
practices or the relationships between the practices of each of the dimensions. More 
specifically, this problem encompasses four elements: (1) without measurement, it is 
impossible to obtain the data necessary to determine the existing level of the overall 
quality of educational practices, (2) data must be collected to determine which specific 
practices are of relatively higher or lower quality in order to identify which practices 
need improvement, (3) data are necessary to develop a baseline or benchmark from which 
improvement can be measured, and (4) data are necessary to determine relationships 
between the different dimensions of practices. 
Purpose of the Study 
Educational reform, school improvement, and excellence in education are terms 
used to describe the current educational approaches for improving our schooling 
processes. By combining the research of effective schools and the process of quality 
improvement, this study utilized existing knowledge and processes to examine educational 
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practices within schools. The study included the development of a reliable quality self-
assessment instrument to obtain baseline data regarding the quality of educational 
practices in a district or school. The purposes of the study were to: 1) measure the 
quality of the practices in eight dimensions of educational practices as reported by one-
hundred fifty-six randomly selected teachers from eighteen high achieving schools in 
central and northern Minnesota representing senior high, 7-12 secondary, junior high, 
middle, and elementary attendance center levels, 2) examine the level of quality of 
specific practices within each dimension of education, 3) examine the relationships 
between leadership practices and the practice in the others dimensions by all teachers and 
by attendance center levels. 
Importance of the Study 
A pressing need exists to improve our schools and to improve the level of quality of 
educational practices. This study is important because it addresses the need for: 1) an 
assessment instrument which measures the level of quality of the practices in the different 
dimensions of educations, 2) data reflecting teachers' perceptions of the level of quality 
of the practices in the dimensions, 3) a model for assessing the level of perceived quality 
of practices in education, and 4) information identifying the relationships between the 
perceived level of quality of educational practices by teachers at attendance center levels. 
This study provided a basis for educators in understanding the quality of practices in 
an educational setting. It also provides data relative to the relationships between practices 
such as leadership and the quality of other educational practices such as monitoring and 
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assessment, curriculum, staff development, instructional staff, student discipline and 
behavior, parent/community involvement, and district environment. 
Research Questions 
Effective educational practices and quality improvement were the two areas of study 
for this research. The following research questions guided the study: 
1. What is the quality of the practices in the eight dimensions of education as 
reported by teachers from eighteen buildings? 
2. Within each dimension, what is the quality of the specific practices as reported 
by teachers from eighteen buildings? 
3. What differences exist between the attendance center levels regarding the 
perceived quality of the practices in each dimension of education? 
4. What relationships exist between the quality of leadership practices and the 
practices of the other dimensions of education as reported by teachers from eighteen 
buildings? 
Hypotheses 
In addition to the development of the assessment instrument and the identification of 
the dimensions and practices of relatively higher/lower quality, this study examined the 
differences between the perceived level of quality of the practices in the eight dimensions 
of education by attendance center levels, and it also examined relationships between the 
practices in the dimensions of education. Specific null hypotheses tested are: 
1. There is no significant difference in the quality of leadership practices as 
reported by teachers from senior high, 7-12 secondary, junior high, middle, and 
elementary attendance center levels. 
2. There is no significant difference in the quality of monitoring and assessment 
practices as reported by teachers from senior high, 7-12 secondary, junior high, middle, 
and elementary attendance center levels. 
3. There is no significant difference in the quality of curriculum practices as 
reported by teachers from senior high, 7-12 secondary, junior high, middle, and 
elementary attendance center levels. 
4. There is no significant difference in the quality of staff development practices as 
reported by teachers from senior high, 7-12 secondary, junior high, middle, and 
elementary attendance center levels. 
5. There is no significant difference in the quality of instructional staff practices as 
reported by teachers from senior high, 7-12 secondary, junior high, middle, and 
elementary attendance center levels. 
6. There is no significant difference in the quality of student discipline and 
behavior practices as reported by teachers from senior high, 7-12 secondary, junior high, 
middle, and elementary attendance center levels. 
7. There is no significant difference in the quality of parent/community 
involvement practices as reported by teachers from the senior high, 7-12 secondary, 
junior high, middle, and elementary attendance levels. 
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8. There is no significant difference in the quality of district environment practices 
as reported by teachers from the senior high, 7-12 secondary, junior high, middle, and 
elementary attendance center levels. 
9. There are no significant relationships between the quality of leadership practices 
and the practices of monitoring and assessment, curriculum, staff development, 
instructional staff, student discipline and behavior, parent/community involvement, and 
district environment as reported by teachers from the senior high, 7-12 secondary, junior 
high, middle, and elementary attendance center levels. 
Assumptions 
This study was conducted considering the following assumptions: 
1. The quality of effective educational practices can be measured. 
2. The self-assessment instrument used in this study is valid. 
3. The respondents in this study responded in a manner reflecting their true 
opinions regarding the quality of the educational practices in their buildings. 
Delimitations 
This study was designed to develop an assessment instrument to be used in a quality 
improvement process and to measure the quality of educational practices currently used in 
education. The participants in this study fall under the following delimitations: 
1. Eighteen schools in central and northern Minnesota participated in this study. 
2. The schools included: elementary (5), middle (3), junior high (3), 7-12 
secondary (3), and senior high (4) attendance center levels. 
3. One-hundred fifty-six teachers from the eighteen schools were randomly selected 
to participate in this study. 
Definition of Terms 
The literature on effective schools and the quality improvement process have given 
added meaning to a number of key words. For the purpose of this study, the below 
listed key words and concepts are defined as follows: 
Benchmarks — A starting point (based on quantitative assessment) from which 
progress can be measured. Total Quality Management (TQM) procedures also involve 
benchmarks. Typically however, in the business sector, benchmarks are levels or 
standards to which the various aspects of business strive. Although the business 
definition and the definition used in this study differ somewhat, they both base their 
function on statistical data and are used to help improve the quality of service and/or 
products. 
Curriculum — the content and skills advocated for learning. 
Dimensions of Education — a grouping of related skills used by educators. 
District Environment — the relationship existing between the school district and an 
individual building. 
Effective Schools Research — the body of research identifying the practices used in 
successful schools. 
Instructional Staff — teachers who provide direct instruction for students. 
Leadership — providing direction and support for instructional improvement. 
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Monitoring and Assessment — the evaluating, documenting, and reporting of 
information regarding student progress. 
Parent/Community Involvement — the extent to which parents and community take 
an active role in education. 
Quality — (operational definition) the measurable level of practice, service, 
procedure, and/or programmatic offerings which are present in an educational 
organization. 
Quality Improvement Process — a systematic approach to the practice of data based 
continuous improvement. 
Staff Development — an instructional support program designed to help educators 
improve instructional skills. 
Student Discipline and Behavior — the philosophy, processes, and procedures used 
in maintaining an orderly environment. 
Summary 
A full quality assessment process for education involves much more than teachers' 
perceptions. This study, however, provides a base from which the improvement process 
can begin. 
The information in this study presents the data, processes, and procedures to help 
schools begin the journey of improving educational practices. The intended end of this 
journey is improved student learning. The path to this end is started by acknowledging 
the existing research on effective schools. Then, gathering data, through a quality 
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assessment process, educators will be able to identify the aspects of the learning process 
which need to be addressed and plans for improvement can be made. 
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CHAPTER II. REVIEW OF LITERATURE 
Introduction 
This review of literature presents the rational or conceptional framework for this 
study. It has three sections. The first section, Effective Schools Research, summarizes 
the work of educational researchers in determining the essential aspects of effective 
schooling practices. Section two. Quality Improvement Process, discusses the concept of 
quality and the emergence of the quality management process over the last decade. It 
also summarizes the influence and applicability the quality improvement process has for 
public education. The final section. Dimensions of Educational Practices, provides the 
rationale for the inclusion of specific practices in each of the dimensions of the study. 
The dimensions of educational practices in this study include: leadership, monitoring and 
assessment, curriculum, staff development, instructional staff, student discipline and 
behavior, parent/community involvement, and district environment. 
Effective Schools Research 
The fact that some schools have become effective in teaching the basic skills 
(and I suspect, in achieving many of the other desirable outcomes that we 
seldom measure) is evidence that it can be done. 
—Wilbur Brookover 
During the 1970's and 1980's, a number of educational researchers developed a 
body of research and formulated school improvement strategies to refute the controversial 
report. Equality of Educational Opportunity (1966), better known as "The Coleman 
Report." This report informed Americans that schools make little difference in the lives 
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of children, and that the child's family background and general social context were 
important in determining factors of educational achievement. There have been 
subsequent events that furthered this effort. The National Commission on Excellence in 
Education, with their report, A Nation at Risk (1983), also contributed to the urgency of 
school reform. The report sent a clear message to our America's public that our position 
as a world leader in industry, science, and technology was being challenged by 
competitors from other countries. It also stated that the foundation of the educational 
system has been eroded by a growing complacency and an attitude of mediocrity. The 
ongoing research, reform efforts, and school improvement strategies centered around 
these major concerns is now commonly known as "The Effective Schools Research" 
(AASA, 1992). It is this body of research that drives the educational practices for 
effective schooling and underlines the importance of measuring the level of quality of 
those practices. 
George Weber (1971), one of the first educational researchers to identify important 
characteristics of successful schools, researched four successful urban elementary schools 
and concluded that they had the following characteristics: (a) strong leadership, (b) high 
expectations for all students, (c) an orderly and pleasant atmosphere, and (d) an emphasis 
on reading skills which was supported by frequent assessment of student progress. 
Weber's work inspired Ron Edmonds, then Assistant Superintendent with the 
Michigan Department of Education, to form a partnership with Lawrence Lezotte and 
Wilbur Brookover of Michigan State University to apply Weber's concepts. Edmonds 
presented the findings of this research in a report entitled Effective Schools for the Urban 
Poor (1979). The American Association of School Administrators, in the book An 
Effective Schools Primer (1992), credits Edmonds with laying the foundation of what 
would become the effective schools movement. Edmonds' five correlates of effective 
schools included the basic concepts of Weber but put more emphasis on the importance of 
the acquisition of basic skills and the need for frequent testing. In recent years, parent 
and community involvement has come to be accepted as an indispensable sixth correlate 
to Edmonds' original five (AASA, 1992). 
Many researchers utilized the work of Edmonds during the 1980's. Stewart Purkey 
and Marshall Smith (1983) stated that Edmonds' work was somewhat simplistic and was 
not data based. They expanded on Edmonds' five correlates with their own list of 
"Thirteen Characteristics of Effective Schools." The characteristics are very close in 
content with Edmonds' correlates but expand on the importance of school climate. 
Lawrence C. Stedman (1987) chzdlenged the existing work of the Effective Schools 
research and created his own list of practices which are present in effective schools. His 
nine practices were similar to the original correlates but placed importance on shared 
governance, ethnic and racial pluralism, and more of a personal approach to delivering 
educational services. 
William W. Wayson (1988) is credited with adding the concept of critical thinking 
instruction as an element to be considered as an importance aspect of effective 
educational practices. He presented a plan in which schools could teach critical thinking 
skills as well as basic skills. The plan was based on the basic correlates, but he stressed 
the importance of cooperative, working relationships among staff. 
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Educational researchers do not all agree on the terminology and the specific 
practices involved in effective schooling. Collectively however, their work has provided 
a foundation which can improve schools. Lawrence W. Lezotte in the final chapter of 
the NCES' book Case Studies in Effective Schools Research (1990) concluded: 
The good news seems to be that certain identifiable trends tend to parallel the 
findings reported in the school-change literature. While the trends are not 
exhaustive, they do allow others to have greater confidence in the Effective 
School Research, to proceed with programs of school improvement based on 
it, and most importantly, to increase their sense of efficacy about successful 
planning and implementing their own program of school improvement based 
on the research (p. 196). 
Quality Improvement Process 
During the 1980's America rediscovered quality. Suddenly, the word seemed 
to appear everywhere, here as an adjective, there as a noun. Parents were 
expected to spend quality time with their children, kids were going to receive 
quality educations, and everyone was concerned about the declining quality of 
life in America. In the business community, management by objective was 
out. Total Quality Control and Total Quality Management were suddenly in. 
Even President Bush got into the act, declaring that if America business was 
to be a world-class player it would have to "look at quality first". 
—Daniel V. Hunt 
Prior to World War II, Japan was noted for shoddy products. W. Edwards Deming 
and J. M. Juran, both statistical scientists, went to Japan as business consultants after the 
war to help the Japanese rebuild their economy. What they taught the Japanese and what 
they saw has had a major impact on the issue of quality around the world. Since 
returning to the United States, Deming has created a keen awareness among American 
citizens by summarizing his philosophy on the issues of quality improvement with several 
publications: Out of the Crisis (1986), and Quality. Productivitv and Competitive 
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Position (1986). Through these publications, Deming presented the quality improvement 
process through his fourteen points of quality which focus on organization wide decision 
making and ownership, meeting internal and external customer needs, use of statistical 
process controls, and a philosophy of continuous improvement. Although Deming is 
most often cited as the leader in quality improvement, other leaders such as J. M. Juran 
(1989) and Philip B. Crosby (1979, 1985) have also made major contributions to the 
quality movement in America (Hunt, 1992). 
D. B. Owen (1989), in Beating Your Competition, explained that the emphasis on 
quality improvement was first focused on the major product oriented manufacturing 
companies in the United States. It then quickly moved to other areas such as the service 
related industries. Andrea Gabor (1990), in The Man Who Discovered Quality, also 
observed the transition of quality to service related businesses, such as education, and 
stated, "As Deming's principles are embraced by pioneers in government and education 
in the 1990's, they could give the United States powerful new tools for tackling the 
country's most pressing social problems" (p. 286). 
Lawrence W. Lezotte (1992) tied the knot between the quality improvement process 
and the Effective Schools Research in Creating the Total Quality Effective School when 
he stated, "The kinship between W. Edwards Deming's 'operational philosophy of 
management — Total Quality Management (TQM)' — and the basic operational tenets of 
the effective schools movement is truly striking" (p. 1). The National Aeronautics and 
Space Administration (NASA) funded a research project to assess the level of Total 
Quality Management practices being used in elementary and secondary public schools. 
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Julie Horine (1991), University of Mississippi, led the project and found that the parallels 
between Deming's fourteen points for quality management and the results of effective 
school research have encouraged an increasing number of educators to believe that the 
concepts of Total Quality Management (TQM) are adaptable to the management of 
education. The study recognized that "continuous quality improvement" is synonymous 
with TQM and can be defined for school districts as, "A continuous focus on improving 
the processes and systems within a school district in order to meet and exceed customer 
needs and expectations" (p. 3). Horine concluded, "This research study suggests that a 
growing number of educators believe that the principles and tools of Total Quality 
Management will provide the necessary framework for achieving excellence in America's 
schools" (p .7). 
The quality improvement process is based on a continuous cycle which has been 
named the "Deming Cycle" (Gabor, 1990). This process or cycle has four components: 
1) plan, 2) do, 3) check, and 4) act/analyze, with the cycle actually beginning with the 
third component of collecting and checking the data of the existing situation. Deming 
based his work on the techniques of Stewart, a statistical scientist at Bell Telephone 
Laboratories (Walton, 1986). Stewart's development of "statistical control" set the 
foundation for the data based decision making aspect of Deming's improvement process. 
The use of statistical process controls provides the data necessary for the planning, doing, 
and acting/analyzing aspects of the cycle. Assessment is the key to this process. Crosby 
(1985), in his book Quality Without Tears, states the importance of measuring quality 
with precise assessment processes and considers the "measurement of quality" to be one 
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of his absolutes in using quality improvement processes. The 3M Corporation has taken 
a leadership role in applying statistical processes to both business and education. "In 
every organizational function, there is a key index or measurement that reveals how that 
function is doing with quality. These measurements let you quantify current levels of 
conformance and serve as a yardstick for measuring improvement" (section 2.5/4). The 
Minnesota Council For Quality is a business/education partnership developed by large 
Minnesota based businesses and the state department of education. In their final report 
Partners For Quality (1992), they stated that the schools involved in this program at first 
had difficulty developing the assessment processes and gathering the data needed to set 
"benchmarks" necessary for measuring improvement. They concluded, however, that as 
time went on and the assessment teams became more familiar with the process of 
assessment, data collection practices, and use of the data, great progress was made in 
establishing sound quality practices. 
Dimensions of Educational Practices 
Leadership 
Instructional Leadership: the ability to influence the behavior of others to the 
point where that influence produces increased achievement for the students 
being served. 
—Thomas Fitzgerald, Chief of New York 
Bureau of School Improvement 
"Defining strong leadership—Edmonds' first correlate—is like trying to describe the 
taste of an orange. There are as many definitions as there are thinking people" (AASA, 
1992, p. 19). Although there are many definitions of leadership, the literature regarding 
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effective schools indicates that the presence of solid educational leadership practices is 
one of the key factors for success (Sweeney, 1982; Hall, 1988; Barth, 1982; Lezotte, 
1982; and others). Assessing leadership is difficult since the concept of educational 
leadership has changed considerably over the past few decades as have the actual 
practices or "things leaders do." The democratic educator of the 1940's and the 1950's, 
based on Dewey's philosophy, gave way to the organizational change agent mentality of 
the 1960's and the 1970's. The 1980's revered corporate visionaries based on leadership 
style and behaviors, while the 1990's now focus on communication and teaching skills 
which support decentralized team action (Pajak, 1993). 
By 1985, much of the literature on leadership in business and education focused on 
"transformation." Bums (1978), often associated with the term "transformational 
leadership," suggested that as a leader starts to empower people and works with them and 
not over them, the purposes of leaders and group members become closely joined as they 
pursue mutual goals and purposes that are related to higher levels of need and moral 
value. In reviewing the research on effective schools, study after study suggests that 
transformational leaders who employ transformational leadership practices have a major 
impact on instructional and curricular improvement (Lightfoot, 1983; Sweeney, 1982; 
Barth, 1982). The AASA (1992) credits James Sweeney, a professor at Iowa State 
University, for synthesizing research on specific leadership behaviors associated with 
effective schools. The following behaviors were mentioned most frequently: 
(a) emphasizing achievement, (b) setting instructional strategies, (c) providing an orderly 
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school atmosphere, (d) frequently evaluating pupil progress, (e) coordinating instruction, 
and (f) supporting teachers (p. 24). 
Senge (1990), known for his work with developing learning organizations from 
schools that are actually functioning as teaching organizations, stated that leaders must 
recognize they are part of a highly interactive system, and they must devote their time to 
designing and teaching rather than assuming glamorous "hero type" roles. He goes on to 
state that leaders must help individuals restructure their views to look at the underlying 
causes of problems. Dumaine (1991), another supporter of learning organizations, states 
that although this type of fluid problem-focused team effort for improving performance is 
still somewhat ideal, both businesses and education are moving in this direction. Hill and 
Bonan (1991) report that many schools have already moved toward less bureaucratic, 
decentralized structures. 
Changes in the concept of leadership have encouraged researchers to examine the 
actual role, duties and practices of leaders. One aspect of this has been to compare and 
contrast the practices of management and leadership. Bennis and Nanus (1985) define 
managing as accomplishing something or bringing about while leading is influencing or 
guiding in direction. Kotter (1990) sees management as pushing people around in 
different directions and leadership as motivating people by satisfying their human needs. 
He also believes that leadership and management are two different but complimentary 
systems with specific functions and characteristic activities. Stallings (1980) studied this 
concept in principals and reported that effective principals tend not to prescribe specific 
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instructional methods for teachers, but rather to offer ongoing assistance and support to 
them. 
Although leadership usually comes from the principal of a school, Lezotte (1982) 
suggests that educational direction can and does also come from other organizational 
leaders. While Hall (1988) states that the principal is the key factor in school 
effectiveness, he or she doesn't do it singlehandedly, but rather a team concept must be 
in place. Hord, Rutherford, and others (1987), in Taking Charge of Change, agreed that 
improvement through change requires strong leadership. The leadership role can be 
assumed by anyone from the superintendent to a teacher, but all parties who will be 
working closely with the change must assume a leadership role. Hill and Bonin (1991) 
support this idea and have found that teachers, through their unions, have assumed major 
leadership responsibilities in professional development and school success efforts. 
Monitoring and Assessment 
What gets tested gets done. 
—Ronald Edmonds 
Monitoring and assessment involves the overseeing and documenting of student 
learning and other data reflecting the quality of schooling. Effective schools focus on 
acquisition of basic skills and are constantly aware of pupil progress towzu-d instructional 
objectives through frequent testing (Edmonds, 1979; Weber, 1971; Purkey & Smith, 
1983). The literature relating to effective schools has a variety of key elements, but one 
practice that consistently surfaces with each study is the presence of sound monitoring 
and assessment practices of student performance (A AS A, 1992). 
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Effective schools utilize timely, understandable, and meaningful student progress 
reporting systems to inform parents of their child's school performance academically as 
well as in other aspects of a student's education program. They also initiate contact with 
parents regarding student performance under both positive and negative situations 
(Comer, 1988; Coleman, 1988). 
Education's involvement with the quality process has forced educators to listen to 
their "external customers" and react to the apparent need for academic accountability. 
This has lead to an increased emphasis on student monitoring and assessment. The 1993 
ASCD Yearbook, Challenges and Achievements of American Education, reported the 
four major issues for increased assessment as: (a) recurring public dissatisfaction with 
the quality of education in the United States and efforts to reform education, (b) a broad 
shift in attention from focusing on the inputs or resources devoted to education toward 
emphasizing the outputs or results of our educational institutions, (c) an array of 
legislation, at both federal and state levels, promoting or explicitly mandating 
standardized testing programs, and (d) bureaucratization of education and schooling 
(p. 66). This increased emphasis on monitoring and assessment was reemphasized by the 
America 2000 program in which the federal government called for "world class 
standards" and a national testing program to monitor the progress of American students 
in the areas of science and math (U.S. Department of Education, 1991). Changes in 
monitoring and assessment have been noticed in both quantity and purpose of use. In 
many cases, schools' testing programs have become a high-stakes policy tool which has a 
great influence over what is taught, how it is being taught, and what is learned (NCTPP, 
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1990). This national effort is designed to do more than to exemplify for students, 
parents, and teachers the levels of achievement that should be expected, it also is 
intended to improve classroom instruction, clarify and improve learner outcomes, and to 
assist in educational program decisions and policy making (NCEST, 1992). 
Numerous discussions have been held regarding the importance, the purpose, and 
the methods used to best assess student performance. Although most assessment is used 
for administrative processes such as organizing and categorizing learners into grades and 
groups, assessments should be utilized for school improvement efforts, curriculum 
revision, and over all educational programming (Hall, 1977; Wise, 1979). Even though 
a great deal of attention has been given to the national and state standardized testing 
programs, the use of authentic or innovative performance based assessments is growing 
as a method of determining the application of the skills and knowledge which has been 
learned (Wiggins, 1993). Although these methods are presented as being innovative, they 
have actually been used for decades under different names and will continue to be used in 
helping drive instruction and focusing learning on higher order thinking skills (NCEST, 
1992). 
Research has shown that effective monitoring and assessment programs must 
encompass an ongoing reevaluation process. This process is necessary if schools are to 
maintain testing as a means to an end rather than an end in itself (Staudenmaier, 1985). 
Madaus (1990) emphasizes the importance and the roles of testing and assessment, but 
wants to insure that there are proper ways to evaluate, prioritize, and monitor those same 
roles. 
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Curriculum 
The term curriculum is shrouded in definitional controversy, so much that it 
would require a book-length treatment to begin to deal with it. 
— William H. Schubert 
Curriculum: a term which all people recognize but also a term which means many 
different things to different people. Schubert (1993) defines curriculum as, "whatever is 
advocated for teaching and learning" (p. 80). He goes on to state, "This includes both 
school and nonschool environments; both overt and hidden curriculums; and broad as 
well as narrow notions of content—its development, acquisition, and consequences" 
(p. 81). 
The effective schools literature related to curriculum refers to concepts such as 
academically rich, challenging, well articulated, and well managed (AASA, 1992), 
without specifically stating what should be included. Individual researchers do, however, 
emphasize the importance of developing reading skills (Weber, 1971) and setting the 
acquisition of basic skills as taking precedence over all other school activities (Edmonds, 
1979). Wayson (1988), and his associates at Ohio State, brought a new dimension to the 
effective schools movement by integrating research of critical thinking instruction into 
schools' curriculum. Prior to his work, research focused on basic skills and the 
assessment of those skills. He concluded that excellent schools can help students learn 
both basic skills and critical thinking skills if schools will provide: (a) expanded 
opportunities for students, (b) evaluate both the testing program and individual progress, 
(c) promote teacher cooperation in curriculum design and staff development, and 
(d) involve parents in the education process. Purkey and Smith (1983) felt that the scope 
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of the original effective schools research was somewhat simplistic. They supported the 
concept of curriculum coordination and articulation but stressed the need for 
collaboration, parent involvement and setting a climate of academic quality. 
Although the focus of the effective schools research was originally at the elementary 
level, secondary schools also became an interesting aspect of the research. Corcoran 
(1986), Sizer (1984), Rutter (1979), Lightfoot (1983), and others presented unique 
problems and complexities of identifying quality practices at the secondary level. Sizer 
(1985), with his Prospectus for the Coalition of Essential Schools, presented a different 
approach to curriculum at the secondary level. He stated that the traditional high school 
curriculum tries to be too comprehensive and as a result imparts only superficial 
knowledge. He suggested that effective schools should focus on a limited number of 
essential skills and areas of knowledge. He also emphasized the student as a worker in 
developing his/her mind rather than a receiver of information. 
Although the classroom teacher is directly responsible for the instruction of 
students, the building principal, as the educational leader of an effective school, must 
assume a leadership role in curriculum development and articulation (AASA, 1992). 
Leadership practices that demonstrate competence in curriculum include: (a) ensure that 
scope and sequence of curriculum exist and are adhered to, (b) establish school-wide 
academic requirements, (c) demonstrate knowledge and interest in each aspect of the 
curriculum, (d) work with teachers in curriculum decisions, and (e) provide staff with the 
resources for curriculum materials (pp. 130-131). 
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Staff Development 
Teachers need to learn multiple ways of teaching students that engage their 
minds, their bodies, and their souls. 
— B. R. Joyce 
As researchers examined Edmonds' five basic correlates of effective schools, they 
indicated his findings were too simplistic and added several components. Purkey and 
Smith (1983) and Stedman (1987) found it necessary to add the importance of ongoing 
teacher training and staff development as a means for improved student learning. 
Wayson (1988) suggested that fostering conditions in which teachers could work together 
and learn from each other was key for school improvement. He also introduced the 
concept of coupling teacher evaluations with staff development programs to help teachers 
improve their skills. Lezotte (1989) supports the need for staff development and lists it 
as one of the crucial elements of a school improvement plan. 
Education is currently being bombarded with quick fixes and innovations. Caution 
must be given to look at staff development as a holistic plan that is organized around 
district and building goals for improvement rather than a series of one-shot topics or 
skills to be learned (Latham, 1988; Guskey, 1990; Duttweiler, 1989). Duttweiler (1989) 
states, "Significant improvement in educational practice takes considerable time and is the 
best result of systematic, long-range professional development" (p. 2). These long-range 
staff development plans do not develop by themselves, nor should they be designed only 
in accordance with what neighboring districts and schools are doing. They need to start 
with a quality assessment of needs from within the individual district or building 
(Glasser, 1992; McLeod, Spencer, & Hairston, 1992; Lezotte, 1992; Orlich, 1989). In 
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addition to assessing the actual needs, planners need to remember to include a transition 
plan for transferring learning into using in order to blend in the newly learned skill with 
existing approaches (Joyce & Showers, 1983). Wood and Kleine (1988) suggest, "There 
is a need to assist teachers and administrators to learn how to use what they have learned 
when they return to the work setting" (p. 4). 
Instructional Staff 
Clearly, teachers play many different roles and undertake an extraordinary 
range of tasks. 
— A. W. Anderson 
The importance of classroom instruction and the skills of teachers cannot be 
overstated. Teachers in effective schools demonstrate key practices with levels of high 
quality. In a synthesis of research based on the work of the Institute for Research on 
Teaching, Porter and Brophy (1988) presented a picture of effective teachers as semi-
autonomous professionals who; (a) are clear about their instructional goals, (b) are 
knowledgeable about their content and teaching strategies, (c) communicate to their 
students what is expected of them and why, (d) make expert use of existing instructional 
materials, (e) are knowledgeable about their students and adapt to their differences, 
(f) teach students metacognative strategies and give them time to master them, (g) address 
higher, as well as lower, level cognitive objectives, (h) monitor students' understanding 
and offer regular feedback, (i) integrate instruction of different subjects, 0 accept 
responsibility for student outcomes, and (k) are thoughtful and reflective about their 
practice (p. 75). In a similar fashion, the SouthEastem Regional Vision for Education 
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(SERVE, 1991), researched effective schools in the southeastern region of the United 
States and developed improvement programs for schools based on their findings. SERVE 
identified many practices that enhance learning. Effective teachers: (a) work with the 
administration in decision making, (b) share common school goals, mission, and high 
achievement expectations, (c) expect all students to master the subject matter, (d) support 
and administer policies relating to behavior, attendance, and tardiness, (e) show respect 
for students and enthusiasm for learning, (f) maximize student time on task, (g) hold 
consistently high expectations for all students, (h) utilize lessons and presentations that 
consider student individual differences, (i) encourage and utilize heterogeneous grouping 
of students, (j) assess and monitor student achievement through appropriate test and 
measurement techniques, (k) involve and inform parents of the high standards of the 
school, and (1) take pride in their school and its appearance. 
Common attitudes and beliefs among teachers also play a key role in effective 
schools. Even though major differences may exist in the structure or focus of the 
operation of schools, there are common factors among the instructional staffs. Metz, in 
Different by Design (1986), presents her findings after studying three distinctly different 
schools. Each of the magnet schools she studied had established its own identity based 
on the instructional focus, but effective teachers in all three buildings shared the 
following staff characteristics; (a) communicative and not afraid to confront others, 
(b) non-discriminating attitude of student/staff as a family, (c) ownership of successes and 
failures, (d) resentment of a top-down approach, (e) appreciation of administrative 
support, (f) common mission, and (g) concern for all students in the building. 
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The research summaries, check-lists, and the assessments of effective practices in 
teaching have become very helpful in improving the quality of instruction, but the major 
task regarding instructional improvement will be whether or not educators can learn from 
each other together and collaborate by sharing their expertise in a professional growth 
process. Current efforts in "learning enriched" work environments are much more 
effective than ones of "isolation" (Rosenholtz, 1989; Kanter, 1983). 
Student Discipline and Behavior 
A school communicates how serious and purposeful it is through the order and 
discipline it maintains in its buildings and classrooms. Schools must create an 
atmosphere conducive to the business at hand—namely, teaching and learning. 
—Purkey and Smith 
Whether it is called orderly, conducive to learning, or well disciplined, effective 
schools all consistently maintain an environment of appropriate student behavior (Weber, 
1971; Edmonds, 1979; Purkey & Smith, 1983; Roueche & Baker, 1986; and others). 
Lasley, Lezotte, and Wayson (1982) report that central among the climates of high 
achieving schools is a value system which fosters an environment that is disciplined and 
orderly, while emphasizing the positive. Developing this type of environment starts with 
a clear, consistent, and building wide discipline policy which focuses on clear rules and 
consistent consequences for rule violations. Researchers at the John Hopkins Center for 
Research on Elementary and Middle Schools studied six urban schools as these schools 
revised their discipline programs. When the schools clarified the rules, spelled out the 
consequences of breaking the rules, and coordinated the school wide policy with 
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individual classroom teachers, they all reported a dramatic drop in disciplinary problems 
after three years (AASA, 1992). 
Although a firm policy and set of procedures is necessary for an orderly 
environment, Comer (1988) stresses the importance of developing a sound staff-to-student 
relationship in which mutual respect is essential. Acceptance of differences such as 
socioeconomic factors and alienation of parents toward schools must be considered as 
schools work toward building this bond. Licata (1987) suggests that building wide 
programs in which every student in the building is paired with an adult who serves as an 
advisor is an effective way to build positive student/staff relationships. Once these 
relationships have been established, another dimension in which students start to become 
responsible for their own behaviors and other aspects of student affairs can begin 
(Stedman, 1987). 
Comer (1988) stresses the need for parental involvement. The importance of 
school/parent partnerships cannot be overlooked regarding the area of student discipline 
and behavior. Parents who are involved and well informed will be more supportive and 
satisfied than those who are not (Herman & Yeh, 1980). In support of this partnership, 
it is essential that an efficient management system be in place for documentation of 
disciplinary incidents and parental notification. Comer and Edmonds (1989) note that 
principals, staff, and parents need to have appropriate data when working together to 
improve student behavior. 
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Parent Community Involvement 
The family is critical to success in school. 
— The U.S. Department of Education 
Advocates of effective schools maintain that parents are critical partners in the 
school improvement process. The American Association of School Administrators, in 
their book An Effective Schools Primer (1992), state, "In essence what effective schools 
researchers and practitioners are saying is that while family background is no excuse for 
poor schools, parental support and involvement in their child's education can be a 
significant asset" (p. 81). Elizabeth Coleman (1988), Sacramento County Office of 
Education, summarizes home-school relations in effective schools by stating, "In an 
effective school: (a) parents feel positive about the school, (b) they feel the 
administrators and the teachers are responsive to their concerns, (c) the school provides 
opportunities for parents to be involved in school activities and to participate in advisory 
committees or other parent organizations, (d) parents are aware of school policies and 
cooperate with school staff in support of school rules, (e) parents are well informed of 
the school's homework policy, and they help with homework when needed, (f) teachers 
initiate contact with parents under positive as well as negative circumstances" (p. 52). 
Parental involvement in the schools starts with the sharing of information. Epstein 
(1989) studied eight urban schools and found that parents become more involved if the 
school gives them specific information about their children and their programs. She also 
found elementary school programs for parent involvement to be stronger than secondary 
school programs. Epstein concluded that informing parents was more important than 
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parent education, family size, marital status, and even grade level of the students in 
getting parents involved in schools. Communication between home and school must also 
involve information coming from parents. McKinney (1985) stresses the importance of 
parents giving schools important information about their children and their needs. It is 
also necessary for schools to collect data from parents for school improvement efforts. 
Parents have a right to expect quality service (Sweeney, 1988). 
Another avenue in developing parental involvement is through the utilization of 
parents as classroom assistants for instructional aides, supervision, guest presenters, and 
simply as guests. Comer (1986) endorses a model in which parents assist teachers in 
academic and social areas and form the core of the larger parent group in the school. 
Parental involvement with parents taking an active role in the management and 
actual decision making processes through a school-based management program is a 
growing trend in effective schools. Decentralized school management programs 
involving parents have successfully been implemented in several counties in Florida, 
Edmonton, Alberta, Missouri, and Colorado, with numerous other school districts 
following their lead (AASA, 1992). 
Although parental involvement may look different in virtually every school with 
varied levels of participation, the importance of parental involvement cannot be denied. 
Bicouvaris (1989) states that virtually nothing happens until parents become involved. 
She also suggests that it is important not to let reluctant parents "off the hook" because 
they are poor, do not have transportation, or for any of the other reasons they may have 
used in the past. It is up to the school to pull them in. 
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District Environinent 
It would be a serious, if not a fatal mistake to ignore the essential roles of 
superintendents and school boards. 
—American Association of School Administrators 
Although the effective schools research and literature deal almost exclusively with 
individual schools, the importance of the involvement of the superintendent, district office 
personnel, and school board cannot be overlooked. AASA (1992) states that if the 
principal embodies the potential for creating the conditions that breed good schools, it is 
the superintendent directly and the school board indirectly who either deter or enable 
principals to fulfill their potential. They continue by stating that it is obvious that 
superintendents and the school boards, through their policies and the priorities they set 
and the resources allocated to back those policies, exert an enormous influence on 
principals (p. 31). 
The Educational Cooperative Service Unit of the Metropolitan Area in Minnesota 
published a synthesis of school improvement efforts of effective schools. The publication 
states, "The support of the superintendent and the central office staff must be facilitative 
of change efforts. If a change effort involves more than one school in a district, the 
central office staff must participate in its implementation" (ECSU, 1983, p. 99). "Much 
of the recent impetus for effective schools has come from broader school improvement 
initiatives undertaken by local school districts, state education agencies, governors, 
regional accrediting associations, and the federal government" (AASA, 1992, p. 107). 
The coordination of such efforts is a major task and needs leadership at a level other than 
the individual building. Lezotte (1989) states the importance of the school board and the 
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superintendent working with staff and parents in developing a comprehensive plan. He 
emphasizes that ideally the superintendent would appoint a system-wide coordinating 
committee consisting of central office personnel, building level administrators, teachers, 
and others such as parents and community members. Comer (1986) supports this concept 
and suggests that at the senior high level, students should be included on this committee. 
Effective schools have district support systems that support the efforts of individual 
buildings. They encourage the individual growth without creating an environment of 
competition. AASA's publication Creating Quality Schools (1992) presents the following 
concepts necessary to lead and manage a district system in a quality process: (a) quality 
management is not hierarchial; it focuses on managing processes, not things, 
(b) cooperative interaction is present between all subsystems, (c) management insures the 
staff have the knowledge, tools, and conditions to make improvements happen, (d) those 
closest to the action are involved in the decision making process, and (e) education and 
training is essential for all (pp. 15-17). 
Summary 
This chapter presented how the Effective Schools Research, the Quality 
Improvement Process, and the components of the Eight Dimensions of Educational 
Practices all fit together for improving student learning. It also presented some of the 
initial efforts of implementation. 
There has been an explosion of literature and research in this area since this study 
began. Numerous books (English, 1994; Schargel, 1994; Tinsley & Perdue, 1993; and 
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others) have been written which focus on the implementation of the quality improvement 
process in the field of education. Brown and Race, in Assess Your Own Teaching 
Quality (1995), presents an in depth process for teachers to use as they seek to improve 
their individual teaching skills. Specific procedures and models for improvement through 
the quality improvement processes are also being presented through periodicals which cite 
studies and research completed in schools over these past few years. Levitin and Redman 
(1995) summarize many schools' efforts and discuss fourteen quality dimensions in 
education and the correlations between the dimensions. Organizations such as the 
Association for Supervision and Curriculum Development are now focusing on quality 
improvement process for specific areas in education such as curriculum development and 
assessment (ASCD, 1994). 
Another area of interest involving the quality process is the concept of the teacher's 
work place. Kershaw (1995) and Hill (1994) examined ways in which teachers can 
assess the environment in which they work and the effects it has on student learning. 
This entire area of improving student learning through the concepts of quality 
improvement now is recognized as a viable approach for improvement and it appears that 
the level of acceptance and interest in it will continue to grow (Schargel, 1994). 
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CHAPTER III. METHODS 
This study was designed to develop a reliable quality self-assessment instrument 
enabling educators, in a selected number of public schools, to obtain baseline data 
regarding the quality of educational practices in their district or building. The survey, 
developed in this study, measured the quality of the practices comprising eight 
dimensions of educational practices and also measured the quality of the specific practices 
within each dimension. The study focused on four research questions: 1) What is the 
quality of the practices in the eight dimensions of education as reported by teachers from 
eighteen buildings? 2) Within each dimension, what is the quality of the specific 
practices as reported by teachers from eighteen buildings? 3) What differences exist 
between the attendance center levels regarding the perceived quality of the practices in 
each dimension of education? 4) What relationships exist between the quality of 
leadership practices and the practices of the other dimensions of education as reported by 
teachers from eighteen buildings? 
This chapter describes the methods and procedures used in this study. It has been 
divided into two major sections. The first section, "Instrumentation," describes the 
process used in developing the instrument used in this study, the instrument itself, 
instrument reliability, the population sample, administration of the instrument, and 
procedures used in the collection of data. The second section, "Analysis of Data," 
reviews the analysis of data procedures and the statistical methods used in the treatment 
of the data. 
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Instrumentation 
The initial steps of developing the instrument began with the identification of the 
dimensions of educational practices in February, 1992, by a panel comprised of this 
researcher and two practicing educators (Dr. Jim Sweeney, Iowa State University, and 
Dr. Timothy Taylor, Iowa State Department of Education). The identification process 
included a review and synthesis of the literature regarding effective schools (Edmonds, 
1979; Rutter, 1979; and others), and the quality improvement processes of Deming 
(1986), Juran (1989), and Crosby (1985). Several existing instruments, the 
Comprehensive School Improvement (SERVE, 1991), the Survey of Perceptions of 
School Program (New York State Effective Schools Consortia, 1990), and the Quality 
First Self-Assessment (Hunt, 1992), were also analyzed. From the above listed sources, 
the panel identified indicators of quality educational practices and grouped the indicators 
into the following dimensions: 1) leadership, 2) monitoring and assessment, 
3) curriculum, 4) staff development, 5) instructional staff, 6) student discipline, 
7) parent/community involvement, and 8) district environment. 
Instrument 
The instrument was designed with a format similar to the one used by the 
SouthEastem Regional Vision for Education (SERVE, 1991). Within each dimension, 
statements addressing each of the individual indicators were written. These statements 
were written in a manner which allowed participants in the study to assess the quality of 
the educational practices in their building. In April, 1992, the first draft of the 
instrument was completed. It consisted of one-hundred three items (leadership, 24 items; 
monitoring and assessment, 10 items; curriculum, 6 items; staff development, 9 items; 
instructional staff, 28 items; student discipline, 10 items; parent/community involvement, 
11 items; and school environment, 5 items). The instrument utilized a six point Likert-
type response scale (1 = very poor quality, 2 = poor quality, 3 = mediocre quality, 
4 = good quality, 5 = very good quality, 6 = excellent quality). 
In late April, 1992, the instrument was field tested by ten elementary teachers and 
ten secondary teachers from the North Branch school district. North Branch, Minnesota. 
The teachers were instructed to complete the instrument and asked to make suggestions 
regarding clarity and format of the instrument. All suggestions were considered by the 
panel with several modifications made in both the cover letter and the instrument itself. 
The final form of the instrument, entitled "Orientation To Excellence" (Appendix A), 
was completed in late April 1992. A copy of the instrument was sent with the 
appropriate forms (Appendix D) to Iowa State University for approval. 
Instrument reliability 
Estimates of internal consistency reliability were derived within each of the eight 
dimensions by using Cronbach's Coefficient Alpha. Cronbach's Coefficient Alpha is a 
general form of the K-R 20 formula that can be used when items are not scored 
dichotomously. For example, some multiple choice test and essay test include items that 
have several possible answers, each of which is given a different weight. In this case. 
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Table 1. Reliability coefficients for items in the assessment instrument by dimension 
Dimension Coefficient alpha 
Range of alpha when 
individual items removed 
Leadership 0.97 0.97 - 0.97 
Monitoring and Assessment 0.93 0.92 - 0.93 
Curriculum 0.93 0.92 - 0.92 
Staff Development 0.96 0.95 - 0.95 
Instructional Staff 0.97 0.97 - 0.97 
Student Discipline and Behavior 0.95 0.94 - 0.95 
Parent/Community Involvement 0.95 0.94 - 0.94 
District Environment 0.88 0.84 - 0.87 
the Alpha is the appropriate method for computing reliability (Borg & Gall, 1989, 
p. 261). 
The alpha for each dimension was calculated first with all items included and then 
recalculated with each item individually removed. Table 1 presents the coefficients from 
the application of the Cronbach Alpha for each dimension and the range of the alpha with 
each item individually removed from the dimension. With all items remaining, 
leadership and instructional staff had the highest Alpha (.97); district environment had the 
lowest Alpha (.88). In each of the dimensions, the alpha remained the same or was 
reduced whenever any of the items were removed. 
Population sample 
In May, 1992, principals representing buildings from different attendance center 
levels were contacted by telephone requesting the participation of their staffs in this 
study. An effort was made to involve a mixture of suburban, urban, and rural schools to 
take part in the study. A minimum of three buildings was set as a limit for the number 
of schools to comprise sub-groups by attendance center levels (elementary, middle 
school, junior high, 7-12 secondary, and senior high). The administration and staff of 
eighteen schools agreed to become involved in the study. Table 2 presents the schools 
involved in the study, their attendance center level, student enrollment, and the 
geographic setting of each building. Five elementary schools were involved in the study 
with a student population range of 142 - 929 students. Three of the buildings were 
located in rural areas. One of the buildings was located in a suburban area, with the 
remaining building located in an urban area. Three middle schools were involved in the 
study with a student population range of 427 - 602. Two of the buildings were located in 
a rural setting, with the remaining building located in a suburban area. Three junior high 
buildings were involved in the study with a student population range of 939 - 1735. Two 
of the buildings were located in a suburban area, with the remaining building located in 
an urban setting. Three 7-12 secondary buildings were involved in the study with a 
student population range of 142 - 738. All three of the buildings were in a rural area. 
Four senior high buildings were involved in this study with a student population range of 
675 - 1487. Two of the buildings were located in a suburban area. One of the buildings 
was located in an urban area with the remaining building located in a rural area. 
39 
Table 2. Subgroup, name, student population and location of schools involved in the 
study 
Subgroup School name Student population Location 
Elementary 
Elementary 
Elementary 
Elementary 
Elementary 
Wrenshall 
Pine City 
Edgerton 
Lakeside 
Wright 
142 
929 
424 
597 
177 
rural 
rural 
urban 
suburban 
rural 
Middle School 
Middle School 
Middle School 
Mahtomedi 
Chisago 
North Branch 
427 
595 
602 
suburban 
rural 
rural 
Junior High 
Junior High 
Junior High 
Coon Rapids 
Osseo 
North View 
1735 
1002 
939 
suburban 
suburban 
urban 
7-12 Secondary 
7-12 Secondary 
7-12 Secondary 
Pine City 
Wrenshall 
Cromwell 
738 
142 
147 
rural 
rural 
rural 
Senior High 
Senior High 
Senior High 
Senior High 
Forest Lake 
Roseville 
Elk River 
Chisago 
1487 
1382 
1274 
675 
suburban 
urban 
suburban 
rural 
Administration of instrument 
In May, 1992, each principal was informed that ten instruments would be mailed to 
his/her school with a cover letter (Appendix B) stressing the need for the selection of a 
random sample, instructions regarding the administration of the instrument, and directions 
regarding the process for returning the completed instruments to the researcher. A 
follow-up phone call was made two days after the mailing to each principal to be certain 
the instrument materials had been received and to address any concerns/questions they 
had. Each instrument included a cover letter/explanation sheet (Appendix C) which 
informed the respondent of the instrument's purpose. The letter also included directions 
on how the survey should be returned to their administrator in order to guarantee 
confidentiality. 
Collection of data 
Following the administration of the instrument, the principals collected the sealed 
instruments from the teachers and mailed them back to the researcher in an addressed 
mailing envelope. Of the one-hundred eighty instruments which were distributed, one-
hundred fifty-six fully completed instruments were received (87%). The responses from 
the one-hundred fifty-six teachers were tabulated. 
Analysis of Data 
The data were grouped by attendance center levels and analyzed to examine the 
following: 1) level of quality of the practices in eight dimensions of education as 
reported by teachers, 2) level of quality of specific practices within each dimension as 
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reported by teachers, 3) differences between attendance center levels in the level of 
quality of the practices in the eight dimensions of education as reported by teachers, and 
4) relationships between the dimensions of educational practices. 
Quality of the practices in the eight dimensions 
The means, rank, and standard deviations representing the quality of the practices in 
each dimension as reported by teachers were calculated and reported by attendance center 
levels (N=5) as well as by building (N=18). The means representing the quality of the 
specific practices within each dimension were calculated by building (N=18). They were 
also ranked within each dimension and presented in order of relative quality to report the 
level of quality of the specific practices. 
Differences between attendance center levels 
An ANOVA was conducted on each of the dimensions by attendance center levels to 
test eight hypotheses. "Changes in the dependent variable in ANOVA are, or are 
presumed to be, the result of changes in the independent variable" (Hinkle, Wiersma, & 
Jurs, 1988, p. 330). Differences between attendance center levels at the .05 level of 
significance were identified and reported. 
Relationships between dimensions 
A Pearson's correlation coefficient was computed to examine the relationships 
between leadership practices and the practices in the other dimensions of education. 
Coefficients were also computed and analyzed to determine the direction of item 
relationships, the statistical significance of the correlations, and the strength of the item 
relationships. The correlation coefficients were tested at the .05 level of significance. 
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CHAPTER IV. FINDINGS 
Introduction 
The purpose of this chapter is to present the findings for the quality of the eight 
dimensions of education as reported by one-hundred fifty-six randomly selected teachers 
from eighteen high achieving schools in central and northern Minnesota, representing 
senior high, 7-12 secondary, junior high, middle, and elementary attendance center 
levels. The study, conducted in the spring of 1992, was designed to measure the quality 
of educational practices in eight dimensions of education. The dimensions are: 
leadership, monitoring and assessment, curriculum, staff development, instructional staff, 
student discipline, parent/community involvement, and district environment. 
The four research questions addressed in this study are: 1) What is the quality of 
the practices in the eight dimensions of education as reported by teachers from eighteen 
buildings? 2) Within each dimension, what is the quality of the specific practices as 
reported by teachers from eighteen buildings? 3) What differences exist between the 
attendance center levels regarding the perceived quality of the practices in each dimension 
of education? 4) What relationships exist between the quality of leadership practices and 
the practices of the other dimensions of education as reported by teachers from eighteen 
buildings? 
The instrument employed a six-point Likert-type scale to rate the quality of the 
dimensions in their building. The six-point scale used was: (1) very poor quality, 
(2) poor quality, (3) mediocre quality, (4) good quality, (5) very good quality, and 
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(6) excellent quality. The information is presented in two sections; 1) Descriptive 
Data — these include measures of central tendency and variation, and 2) Inferential 
Statistics — these are analyses of differences using One-way Analyses of Variance and 
Pearson's Correlation. 
Descriptive Data 
Measure of central tendency and variation 
Table 3 presents the means, rank, and standard deviations representing ratings of the 
quality of educational practices in eight dimensions as reported by teachers from senior 
high, 7-12 secondary, junior high, middle, and elementary attendance center levels. The 
means represent the average of the teachers' ratings by building. These are presented for 
all schools and for each of the attendance center levels. Parent/community involvement 
(4.48) and instructional staff (4.42) were reported to be of highest quality followed by 
leadership (4.37) and curriculum (4.37). Staff development (4,29) and student discipline 
and behavior (4.21) were reported to be of somewhat lower quality while monitoring and 
assessment (4.08) and district environment (3.98) were reported as lowest in quality. 
Table 3 also presents the ratings of the quality of practices in each of the dimensions 
by attendance center levels. The rank order for the attendance center levels is presented 
with 1 = highest to 5 = lowest rank. In general, teachers in the elementary schools 
rated the quality of practices higher than the other attendance center levels. The teachers 
in the junior high schools were next highest with their ratings and were followed by 
teachers in the 7-12 secondary and the teachers in the middle schools. Of the five 
Table 3. Means, rank, and standard deviation for leadership, monitoring and assessment, curriculum, staff development, 
instructional staff, student discipline, parent/community involvement, and district environment by all schools 
and attendance center levels 
All schools Senior high 7-12 Second. Junior high Middle school Elem. school 
n = 18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
LDRSHP 4.37 3.77 4.20 4.91 4.44 4.58 
rank 5 4 1 3 2 
s.d. .98 1.12 .95 .77 .78 .81 
MNT/ASMT 4.08 3.72 4.04 4.22 3.92 4.43 
rank 5 3 2 4 1 
s.d .82 .84 .79 .82 .76 .73 
CURR 4.37 4.07 4.16 4.44 4.36 4.73 
rank 5 4 2 3 1 
s.d. .94 1.00 1.10 . 86 . 85 . 81 
STFDVLPMT 4.29 3.98 4.20 4.56 3.92 4.68 
rank 4 3 2 5 1 
s.d. 1.03 1.05 1.23 .90 . 87 .94 
INSTRSTF 4.42 3.96 4.39 4.64 4.36 4.75 
rank 5 3 2 4 1 
s.d. .82 .76 .81 .78 .74 .78 
STDSC/BHV 4.21 3.96 4.02 4.48 3.98 4.51 
rank 5 3 2 4 1 
s.d. 1.00 1.05 1.01 1.07 .78 .95 
PRT/COMM 4.48 4.22 4.24 4.63 4.39 4.79 
rank 5 4 2 3 1 
s.d. .83 .78 .79 .81 .71 .84 
DIST ENV 3.98 3.50 4.03 4.26 3.87 4.27 
rank 5 3 2 4 1 
s.d. .97 1.10 1.06 .78 .93 .81 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 = good, 5 = very good, 6 = excellent. LDRSHP = 
Leadership, MNT/ASMT = Monitoring and Assessment, CURR = Curriculum, STFDVLPMT — Staff 
Development, INSTRSTF = Instructional Staff, STDSC/BHV = Student Discipline and Behavior, 
PRNT/COMM = Parent Community Involvement, DIST ENV = District Environment. 
attendance center levels, the teachers in the high school rated the overall quality of 
practices the lowest. 
The standard deviations presented represent the within school variance of the 
practices in each dimension. Standard deviations are presented for the practices in each 
dimension for all schools and for each of the attendance center levels. Staff development 
(1.03) had the greatest variance, while the practices in the dimensions of monitoring and 
assessment (.82), instructional staff (.82), and parent community involvement (.82) had 
the least variance. The greatest variance within the attendance center levels in the 
dimension of staff development (1.23) was in the 7-12 secondary attendance center level. 
Teachers in the middle school reported the least variance in the dimension of parent/ 
community involvement (.71). 
Practices of each dimension for all schools and attendance center levels 
Table 4 presents the perceived quality of leadership practices. The practices are 
presented in order of their relative quality as reported by teachers in eighteen buildings. 
The mean for each leadership practice is also provided for each attendance center level. 
Recognizing student accomplishments and contributions (4.85) and maintaining 
visibility in the building (4.71) were reported to be of highest quality, while assisting 
individual staff members in improving performance (3.99) and promoting communication 
across all groups (3.94) were reported to be lowest in quality. Teachers in the junior 
high reported listening to and providing support to students (4,14) and encouraging staff 
ideas and suggestions for improving the school (4.14) to be of lowest quality while these 
i 
Table 4. The mean and standard deviation for quality of leadership practices for all schools and attendance center 
levels 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d. s.d. s.d. 
Recognizes student 4.85 4.46 4.73 5.62 4.70 4.80 
accomplishments and 1.05 1.02 1.12 .56 1.20 .98 
contributions 
Maintains visibility in the 4.71 3.73 4.41 5.45 5.15 4.93 
building 1.36 1.73 1.26 .74 .99 1.06 
Promotes communication 4.67 4.19 4.36 5.17 4.81 4.80 
with parents and 1.14 1.22 1.22 .76 .96 1.21 
community 
Manages the daily 4.67 4.16 4.59 5.14 4.67 4.83 
operation of the school 1.13 1.44 1.30 .69 .92 .92 
Manages the maintenance 4.64 4.35 4.68 5.07 4.33 4.78 
of the school facilities 1.00 1.14 1.13 .84 .92 .82 
Listens to and provides 4.62 4.05 4.36 5.14 4.96 4.66 
support to students 1.09 1.39 .90 .79 .85 .94 
Encourages staff ideas and 4.55 3.59 
suggestions for improving 1.37 1.52 
the school 
Involves staff in program 4.51 3.86 
developments, problem 1.32 1.49 
solving, and decision 
making 
Promotes staff commitment 4.47 3.70 
to school improvement 1.24 1.41 
efforts 
Promotes parent and 4.45 3.86 
community involvement in 1.16 1.16 
decisions affecting policy 
development and 
educational programs 
Facilitates establishment 4.42 3.89 
and communication of 1.04 1.05 
important school goals 
Recognizes teacher 4.40 3.89 
accomplishments and 1.28 1.31 
contributions 
Provides leadership for 4.31 3.70 
implementing and 1.15 1.24 
monitoring school goals 
Listens to and provides 4.30 3.27 
support for staff members 1.47 1.59 
4.33 
1.28 
4.27 
1.42 
4.45 
1.18 
4.04 
1.33 
4.45 
1.10 
4.14 
1.25 
4.36 
1.14 
4.09 
1.44 
4.14 
1.03 
5.14" 
1.03 
4.79 
1.05 
5.14 
.74 
4.83 
.93 
5.34 
.97 
4.79 
1.05 
4.86 
1.03 
4.85 
1.06 
4.59 
1.05 
4.48 
1.12 
4.63 
.88 
4.22 
.85 
4.67 
1 .11  
4.00 
.92 
4.93 
1.17 
4.93 
1.23 
4.73 
1.23 
4.93 
1.01 
4.58 
1.18 
4.73 
.98 
4.15 
1.24 
4.68 
.99 
4.54 
Table 4. Continued 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d. s.d. s.d. 
Provides leadership in 4.29 3.81 4.27 4.59 4.22 4.58 
maintaining high standards 1.11 1.15 1.16 .87 .97 .87 
for student achievement 
Manages discipline and 4.29 3.84 4.14 4.76 4.14 4.54 
student behavior problems 1.30 1.68 1.08 1.21 1.08 1.05 
Provides leadership for 4.28 3.41 4.18 4.90 3.37 4.63 
improving school climate 1.37 1.72 1.14 1.11 1.70 1.07 
Leads by example 4.26 3.57 4.05 4.97 4.26 4.51 
1.31 1.61 1.40 .98 1.05 1.00 
Promotes a climate of trust 4.14 3.21 3.95 4.83 4.52 4.29 
and respect 1.52 1.70 1.59 1.00 1.12 1.50 
Provides leadership in 4.13 3.78 4.09 4.21 3.89 4.56 
developing and maintaining 1.03 1.21 .87 1.08 .80 .90 
a comprehensive and 
articulated curriculum 
Provides leadership in 4.10 3.86 
assessing student progress .98 1.08 
and utilizing information 
for instructional 
improvement and student 
placement 
Manages problems and 4.00 3.51 
conflicts 1.36 1.46 
Assists individual staff 3.99 3.43 
members in improving 1.20 1.30 
jjerformance 
Promotes communication 3.94 3.27 
across all groups 1.27 1.37 
Mean 4.37 3.77 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 
3.95 
.84 
4.28 
1.07 
4.00 
.92 
4.32 
.88 
3.77 
1.41 
3.81 
1.37 
4.55 
1.35 
4.52 
1.18 
4.15 
1.10 
3.96 
.81 
4.07 
1.29 
4.22 
1.04 
3.59 
1.14 
4.20 
4.62 
1.08 
4.91 
4.00 
1.04 
4.44 
4.22 
1.19 
4.58 
good, 5 = very good, 6 = excellent. 
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same practices were rated of higher relative quality by the other attendance center levels. 
Similarly, teachers in the elementary reported recognizing teacher accomplishments and 
contributions (4.15) to be next to lowest in quality, while it was rated to be of higher 
relative quality by the other attendance center levels. 
Table 5 presents the perceived quality of monitoring and assessment practices. The 
practices are presented in order of their relative quality as reported by teachers in 
eighteen buildings. The mean for each monitoring and assessment practice is also 
provided for each attendance center level. 
Provides student assessment and achievement information to parents and community 
members (4.40) was reported to be of highest quality, while communicates student 
assessment policies and procedure for students, teachers, and parents (4.31) was second 
highest in quality. Utilizes assessment data to improve curriculum and instruction (3.96), 
follows school-wide grading policies and utilizes recommended grading practices (3.89), 
and assesses affective qualities such as attitudes and self-concept (3.83) were reported to 
be of lowest quality. Teachers in the junior high reported follows school-wide grading 
policies and utilizes recommended grading practices (4.34) to be of much higher relative 
quality than did the other attendance center levels. 
Table 6 presents the perceived quality of curriculum practices. The practices are 
presented in order of their relative quality as reported by teachers in eighteen buildings. 
The mean for each curriculum practice is also provided for each attendance level center. 
Involves teachers in the review, evaluation, and updating of curriculum objectives, 
materials, and assessment program (4.74) was reported to be of highest quality, while 
Table 5. The mean and standard deviation for quality of specific practices of monitoring and assessment for all schools 
and attendance center levels 
All schools Senior high 7-12 Second Junior high Middle school Elem. School 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d. s.d. s.d. 
Provides student assess­ 4.40 4.05 4.54 4.55 4.19 4.68 
ment and achievement .98 .94 .92 .99 .96 .96 
information to parents and 
community members 
Communicates student 4.31 4.08 4.23 4.66 4.15 4.41 
assessment policies and .95 1.04 1.11 .77 .91 .77 
procedures for students, 
teachers, and parents 
Minimizes duplication of 4.18 3.86 3.95 4.24 4.25 4.49 
effort and disruption of 1.04 1.32 .95 .91 .86 .95 
classroom activities in 
assessing student progress 
Utilizes student assessment 4.12 3.84 4.10 4.14 4.00 4.46 
results for meeting needs .99 1.04 .97 1.06 1.04 .84 
of students 
Utilizes school wide 4.12 3.73 4.09 4.24 4.00 4.46 
assessments to measure 1.03 1.02 1.11 1.12 .88 .95 
student progress 
Utilizes school wide 4.07 3.78 
assessments to provide 1.05 1.05 
students information on 
their progress 
Utilizes assessment data to 3.96 3.62 
improve curriculum and 1.03 1.11 
instruction 
Provides staff with 3.93 3.59 
information about student 1.14 1.17 
assessment and 
achievement helpful in 
making classroom 
decisions 
Follows school-wide 3.89 3.35 
grading policies and 1.17 1.21 
recommended grading 
practices 
Assess affective qualities 3.83 3.27 
such as attitudes and self- 1.15 1.12 
concept 
Mean 4.08 3.72 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 
4.18 
1.14 
3.68 
1.04 
3.82 
1.30 
3.86 
1.36 
3.95 
1.05 
4.04 
4.17 
1.14 
4.07 
.96 
3.97 
.98 
4.34 
1.04 
3.86 
1.09 
4.22 
3.74 
1.06 
3.78 
.93 
3.74 
1.20 
3.81 
1.04 
3.52 
1.12 
3.92 
4.41 
.84 
4.44 
.90 
4.39 
.97 
4.12 
1.03 
4.44 
1.00 
4.43 
good, 5 = very good, 6 = excellent. 
Table 6. The mean and standard deviation for quality of specific practices of curriculum for all schools and attendance 
center levels 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d. s.d. s.d. 
Involves teachers in the 4.74 4.24 4.50 4.79 4.70 5.29 
review, evaluation, and 1.19 1.23 1.50 1.01 .99 .98 
updating of curriculum 
objectives, materials, and 
assessment program 
Includes the competencies 4.55 4.19 4.32 4.69 4.44 4.98 
and outcomes of the state 1.07 1.24 .84 1.04 .97 .96 
education department and 
local district 
Includes content and 4.44 4.24 4.32 4.52 4.44 4.61 
learning experiences that 1.00 1.14 1.09 .91 .85 .97 
help students master skills 
necessary to function in 
society 
Includes instructional 4.37 4.16 
materials, resources, and 1.06 1.04 
learning activities matched 
to objectives, student 
developmental levels, and 
achievement 
Aligns what is taught with 4.27 3.95 
expected students outcomes 1.03 1.21 
The curricula of different 3.91 3.65 
subjects are effectively 1.17 1.25 
coordinated into a cohesive 
program 
Mean 4.37 4.07 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 
4.27 
1.35 
4.45 
.99 
4.30 
1.03 
4.59 
.97 
3.95 
1.13 
3.59 
1.33 
4.46 
.92 
3.86 
1.13 
4.33 
.88 
3.93 
1.21 
4.56 
.92 
4.34 
.91 
4.16 4.44 4.35 4.73 
good, 5 = very good, 6 = excellent. 
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includes the competencies and outcomes of the state education department and local 
district (4.55) was reported to be second highest in quality. Effectively coordinates the 
curricula of different subjects into a cohesive program (3,91) was reported to be of 
lowest quality. 
Table 7 presents the perceived quality of staff development practices. The practices 
are presented in order of their relative quality as reported by teachers in eighteen 
buildings. The mean for each staff development practice is also given for each 
attendance center level. 
Promotes continuous, ongoing professional growth (4.63) was reported to be of 
highest quality, while promotes a professional culture (4.41) was reported to be second 
highest in quality, followed by promotes broad participation and involvement of staff 
(4.40). Utilizes valid and meaningful activities and learning experiences (4.19) and 
provides follow-up and support for acquiring knowledge and skills (3.96) were reported 
to be of lowest quality. Teachers in the junior high reported includes a process that 
identifies staff need (4.90) to be second highest in quality, while it was reported to be of 
lower relative quality by the other attendance center levels. 
Table 8 presents the perceived quality of instructional staff practices. The practices 
are presented in order of their relative quality as reported by teachers in eighteen 
buildings. The mean for each instructional staff practice is also provided for each 
attendance center level. 
Serves as appropriate role models for students (4.83) was reported to be of highest 
quality, while believes teachers make a difference in the lives of students (4.81) was 
Table 7. The mean and standard deviation for quality of staff development for all schools and attendance center levels 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Staff development practice s.d. s.d. s.d. s.d. s.d. s.d. 
Promotes continuous, on­ 4.63 4.22 4.59 4.97 4.41 4.93 
going professional growth 1.19 1.21 1.56 .94 1.05 1.08 
Promotes a professional 4.41 3.78 4.50 4.72 4.30 4.78 
culture 1.24 1.30 1.54 .88 1.10 1.51 
Promotes broad 4.40 4.08 4.41 4.79 3.74 4.85 
participation and 1.22 1.34 1.10 1.01 1.10 1.13 
involvement of staff 
Promotes attainment of 4.35 4.22 4.37 4.45 3.89 4.71 
school goals and supports 1.14 1.11 1.33 1.24 .85 1.06 
the school's improvement 
efforts 
Includes activities that 4.23 3.86 3.95 4.48 3.96 4.71 
maximize the use of time 1.21 1.19 1.40 1.21 1.19 .98 
and available facilities 
Includes a process that 4.22 3.84 3.82 4.90 3.93 4.51 
identifies staff needs 1.26 1.37 1.59 .86 1.11 1.08 
Provides for active 4.22 4.05 
learning in staff 1.21 1.35 
development activities and 
learning experiences 
Utilizes valid and 4.19 3.97 
meaningful activities and 1.09 1.12 
learning experiences 
Provides follow-up and 3.96 3.81 
support for acquiring 1.16 1.15 
knowledge and skills 
Mean 4.29 3.98 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 
4.14 
1.20 
4.41 
1.05 
3.63 
1.12 
4.68 
1.06 
3.86 
1.08 
4.34 
1.05 
3.85 
1.10 
4.66 
.94 
4.14 
1.25 
3.97 
1.21 
3.56 
1.01 
4.27 
1.12 
4.20 4.20 3.92 4.68 
good, 5 = very good, 6 = excellent. 
Table 8. The mean and standard deviation for quality for specific practices of instructional staff for all schools and 
attendance center levels 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d s.d. s.d. 
Serve as appropriate role 4.83 4.62 4.64 5.03 4.89 4.93 
models for students .87 .92 .85 .68 .89 .91 
Believe they make a 4.81 4.49 4.55 5.07 4.78 5.07 
difference in the lives of .91 .93 .80 .84 .80 .96 
students 
Show concern and interest 4.78 4.35 4.73 5.00 4.81 5.02 
for the welfare of all 1.02 1.09 1.08 1.10 .79 .91 
students 
Demonstrate a willingness 4.78 4.32 4.91 4.90 4.70 5.10 
to grow and improve 1.02 1.111 1.01 .77 .99 1.00 
Strive to use financial 4.71 4.38 4.64 4.66 4.85 4.98 
resources wisely 1.01 1.06 1.05 .86 .91 1.04 
Strive to reach students 4.70 4.41 4.59 4.86 4.52 5.02 
with special needs in the 1.10 1.19 1.14 1.06 1.05 1.01 
regular education 
classroom 
Provide support and 
assistance to colleagues 
4.67 
1.04 
4.16 
1.17 
Strive to enhance the 
learning environment 
4.67 
1.04 
4.38 
1.14 
Strive to maximize 
achievement for all 
students 
4.60 
.93 
4.27 
.87 
Strive to reach personal, 
professional and school 
goals and mission 
4.57 
1.05 
4.30 
1.08 
Express pride in the school 
and its programs 
4.56 
1.10 
3.97 
1.20 
Communicate to students 
and others the need for a 
high level of achievement 
and behavior 
4.52 
1.04 
4.22 
1.21 
Treated as valuable, 
contributing members of 
the school community by 
other members of the 
instructional staff 
4.51 
.95 
4.27 
.99 
Share, help, and support 
each other 
4.49 
1.08 
3.70 
.94 
Create new ideas and 
approaches in the 
classroom and school 
4.49 
1.16 
3.97 
1.19 
4.68 
.89 
4.59 
1.05 
4.36 
.95 
4.96 
.73 
4.83 
1.00 
4.72 
1.00 
4.59 
1.05 
4.52 
1.01 
4.56 
.89 
4.98 
1.04 
4.95 
.95 
4.98 
.85 
4.32 
1.09 
4.55 
.91 
4.48 
1.05 
5.02 
1.01 
4.59 
1.05 
4.50 
1.10 
4.86 
.99 
4.55 
.95 
4.41 
.84 
4.56 
1.01 
4.95 
1.07 
4.76 
.92 
4.45 
.74 
4.93 
.75 
4.19 
1.04 
4.68 
.96 
4.73 
.83 
4.59 
1.18 
4.90 
.82 
4.72 
1.10 
4.37 
1.08 
4.33 
1 .11  
4.85 
1.11 
4.85 
1 .11  
Table 8. Continued 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d, s.d. s.d. 
Utilize innovative 4.43 3.89 4.45 4.59 4.33 4.85 
approaches to improve the 1.12 .99 1.22 1.15 1.00 1.06 
school 
Help others in sharing the 4.41 4.03 4.27 4.62 4.22 4.80 
responsibility of facilitating 1.09 1.21 1.12 1.02 1.01 .93 
school improvement 
Develop and maintain high 4.40 4.05 4.32 4.41 4.41 4.76 
and explicit standards for 1.00 1.13 .78 1.18 .75 .92 
student performance 
Accept responsibility for 4.40 3.92 4.41 4.52 4.44 4.73 
what occurs in the school 1.09 1.26 .96 1.30 .70 .92 
Accept ownership for 4.39 4.03 4.19 4.48 4.48 4.71 
student achievement in the 1.04 1.07 1.12 1.24 .70 .93 
school 
Work together to achieve 4.38 3.65 4.50 4.79 4.26 4.76 
desired results 1.14 1.06 1.06 .86 1.20 1.11 
Disagree constructively on 4.38 4.27 
important issues 1.04 1.10 
Trust one another 4.30 3.68 
1.13 1.08 
Share a vision of the 4.02 3.43 
school 1.13 1.04 
Receive recognition for 3.81 3.50 
accomplishments and 1.12 1.22 
contributions from parents, 
students, and community 
Treated as valuable, 3.79 3.16 
contributing members of 1.12 1.37 
society by parents, 
students, and community 
Trust the leadership of the 3.75 2.89 
school 1.36 1.27 
Socialize and function as a 3.70 2.84 
family 1.26 1.26 
Mean 4.42 3.97 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 
4.18 4.52 4.41 4.49 
4.32 
1.04 
4.23 
1.02 
3.64 
1.14 
3.82 
1.14 
3.82 
1.22 
4.09 
1.11 
4.39 
1.09 
4.72 
.84 
4.41 
1.12 
4.10 
1.21 
3.76 
.87 
4.31 
1.23 
4.10 
1.18 
4.64 
4.41 
1.08 
3.85 
1.17 
3.59 
.97 
3.89 
.85 
3.70 
1.14 
3.52 
1.01 
4.36 
1.08 
4.49 
1.25 
4.44 
1.03 
4.17 
.95 
4.32 
.93 
4.12 
1.04 
4.10 
1.16 
4.75 
good, 5 = very good, 6 = excellent. 
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reported to be of second highest quality. Trusts the leadership of the school (3.75) and 
socializes and functions as a family unit (3.70) were reported to be of lowest quality. 
Table 9 presents the perceived quality of student discipline and behavior practices. 
The practices are presented in order of their relative quality as reported by teachers in 
eighteen buildings. The mean for each discipline and behavior practice is also provided 
for each attendance center level. 
Utilizes a written disciplinary policy with clearly stated expectations and guidelines 
(4.59) was reported to be of highest quality, while involves parents, guardians, or 
surrogates in solving behavioral and disciplinary problems (4.56) was reported to be of 
second highest quality. Helps students resolve problems before they lead to behavioral 
problems (4.00) and employs consistent general discipline procedures among teachers 
(4.00) were reported to be of lowest quality. Teachers in the elementary reported utilizes 
periodic review of policy and guidelines (4,24) to be of lowest quality while it was 
reported to be of higher relative quality by the other attendance center levels. 
Table 10 presents the perceived quality of parent/community involvement practices. 
The practices are presented in order of their relative quality as reported by teachers in 
eighteen buildings. The mean for each parent/community involvement practice is also 
provided for each attendance center level. 
Informs parents and community about the school's programs and activities (4.96) 
was reported to be of highest quality (4.96), while informs parents about their child's 
progress in school (4.92) was reported to be of second highest quality. Implements 
i 
Table 9. The mean and standard deviation for quality of specific practices of student discipline and behavior for all 
schools and attendance center levels 
Specific practice 
All schools 
n=18 
156 tchs 
mean 
s.d. 
Senior high 
n=4 
37 tchs 
mean 
s.d. 
7-12 Second 
n=3 
22 tchs 
mean 
s.d. 
Junior high 
n=3 
29 tchs 
mean 
s.d. 
Middle school 
n=3 
27 tchs 
mean 
s.d. 
Elem. school 
n=5 
41 tchs 
mean 
s.d. 
Utilizes a written 4.59 4.49 4.59 5.07 4.07 4.68 
disciplinary policy and 1.24 1.40 1.26 1.03 1.14 1.71 
clearly stated expectations 
and guidelines 
Involves parents, 4.56 4.24 4.27 4.97 4.48 4.76 
guardians, or surrogates in 1.04 1.14 .88 1.05 .94 .97 
solving behavioral and 
disciplinary problems 
Creates a sense of student 4.30 3.81 4.14 4.38 4.30 4.78 
belonging 1.17 1.31 1.08 1.24 .91 1.04 
Takes disciplinary action 4.22 4.08 4.09 4.31 3.85 4.61 
promptly after infractions 1.33 1.53 1.41 1.44 1.06 1.09 
Utilizes periodic review of 4.19 4.14 4.09 4.55 3.85 4.24 
policy and guidelines 1.15 1.11 1.38 1.15 1.13 1.04 
Utilizes disciplinary policy 4.17 4.03 4.18 4.55 3.67 4.37 
consistently and fairly 1.29 1.40 1.30 1.27 1.14 1.20 
Develops student 4.06 3.73 
responsibility for behavior 1.28 1.43 
Utilizes preventive 4.04 3.76 
practices to minimize 1.16 1.09 
student discipline problems 
Helps students resolve 4.00 3.68 
problems before they lead 1.11 1.16 
to behavioral problems 
Employs consistent general 4.00 3.62 
discipline procedures 1.23 1.26 
among teachers 
Mean 4.21 3.95 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 
3.77 
1.15 
3.73 
1.42 
4.17 
1.37 
4.24 
1.15 
3.89 
1.12 
3.93 
.87 
4.54 
1.14 
4.41 
1.16 
3.68 
1.09 
4.17 
1.14 
3.96 
.90 
4.37 
1 .11  
3.68 
1.46 
4.38 
1.21 
3.78 
.89 
4.39 
1.16 
4.02 4.47 3.98 4.51 
good, 5 = very good, 6 = excellent. 
Table 10. The mean and standard deviation for quality of specific practices of parent/community involvement for all 
schools and attendance center levels 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d. s.d. s.d. 
Informs parents and 4.96 4.65 4.77 5.21 4.89 5.20 
community about the .91 .79 .92 .77 .93 1.06 
school's programs and 
activities 
Informs parents about their 4.92 4.78 4.77 4.93 4.85 5.17 
child's progress in school .90 .92 .75 .92 .82 .97 
Provides parents 4.92 4.81 4.68 5.17 4.59 5.17 
opportunities to meet with .96 1.00 .95 .97 .84 .95 
school personnel 
Communicates with parents 4.81 4.68 4.59 5.00 4.52 5.10 
about their student's school .91 .92 .85 .85 .80 .97 
work and progress 
Reaches out to individual 4.51 4.19 4.32 4.72 4.26 4.90 
parents to provide and 1.03 1.10 .95 1.00 .90 1.00 
solicit help to strengthen 
their child's educational 
program 
Promotes a partnership 
between home and school 
4.32 
1.03 
3.97 
1.04 
Informs the parents and 
community about 
procedures for involvement 
in school activities and 
participation in school 
decision making 
4.28 
1.09 
4.05 
1.03 
Includes parents and 
community in decision 
making 
4.23 
1.10 
4.03 
.93 
Informs parents and 
community about the 
effectiveness of the school 
programs 
4.21 
1.06 
3.81 
1.08 
Implements programs and 
activities for parental 
involvement 
4.12 
1.10 
3.70 
1.08 
Identifies needs and 
interests of parents 
4.03 
1.00 
3.73 
.99 
Mean 4.48 4.22 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 
4.09 
1.02 
4.05 
1.21 
4.45 
.95 
4.45 
1.09 
4.30 
.87 
4.19 
.92 
4.68 
1.08 
4.54 
1.14 
3.87 
1.17 
4.14 
1.36 
4.37 
1.04 
4.59 
.97 
4.05 
1.17 
4.51 
1.15 
4.11 
.85 
4.49 
.95 
3.95 
1.09 
4.24 
1.22 
4.22 
.80 
4.44 
1.14 
3.55 
.80 
4.24 
4.14 
1.03 
4.63 
4.04 
.85 
4.39 
4.46 
1.00 
4.79 
good, 5 = very good, 6 = excellent. 
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programs and activities for parental involvement (4.12) and identifies the needs and 
interest of parents (4.03) were reported to be of lowest quality. 
Table 11 presents the perceived quality of district environment practices. The 
practices are presented in order of their relative quality as reported by teachers in 
eighteen buildings. The mean for each district environment practice is also provided for 
each attendance center level. 
Provides a positive environment that communicates the school's beliefs and values 
(4.23) was reported to be of highest quality, while accords all instructional and non-
instructional staff equal respect and status (4.19) was reported to be of second highest 
quality. Works with the other buildings/units in the district in providing a comprehensive 
program (3.79) and experiences support from the district office (3.79) were reported to 
be of lowest quality. 
Inferential Statistics 
Nine hypotheses were formulated to answer the research questions of this study. 
These hypotheses are stated in the null form and tested at the .05 level of significance. 
Below are the null hypotheses and the results of the testing. 
Hypothesis 1 Ho: There is no significant difference in the quality of 
leadership practices as reported by teachers from senior high, 7-12 secondary, 
junior high, middle, and elementary attendance center levels. 
Table 11. The mean and standard deviation for quality of specific practices of district environment for all schools and 
attendance center levels 
All schools Senior high 7-12 Second Junior high Middle school Elem. school 
n=18 n=4 n=3 n=3 n=3 n=5 
156 tchs 37 tchs 22 tchs 29 tchs 27 tchs 41 tchs 
mean mean mean mean mean mean 
Specific practice s.d. s.d. s.d. s.d. s.d. s.d. 
Provides a positive 4.23 3.65 4.18 4.55 4.07 4.66 
environment that 1.15 1.42 1.01 .99 1.00 .94 
communicates the school's 
beliefs and values 
Accords all instruction and 4.19 3.68 4.18 4.59 4.22 4.37 
non-instructional staff 1.36 1.44 1.47 1.05 1.19 1.45 
equal respect and status 
Experiences support from 3.88 3.65 3.86 4.03 3.89 4.00 
the school board 1.19 1.27 1.36 1.02 1.19 1.14 
Works with the other 3.80 3.22 3.91 4.24 3.37 4.24 
buildings/ units in the 1.09 1.13 .97 1.02 .88 .97 
district in providing a 
comprehensive program 
Experiences support from 3.79 3.30 4.00 3.86 3.78 4.07 
the district office 1.11 1.35 1.35 .88 1.01 .82 
Mean 3.98 3.50 4.03 4.26 3.87 4.27 
Note: Scale 1 = very poor, 2 = poor, 3 = mediocre, 4 = good, 5 = very good, 6 = excellent. 
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Table 12. One-way analysis of variance: Leadership 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 24.47 6.12 7.49 2.45 
Within groups 151 123.33 .82 
Total 155 
Duncan procedure: (*) denotes pairs of groups significantly different at the .05 level 
Mean 
4.91 
4.58 
4.44 
4.20 
3.77 
Significant statistical difference: SH<MS=EL=JH 
JH>SC 
This hypothesis was designed to determine if there are significant differences in the 
quality of leadership practices by attendance center levels. Table 12 shows the analysis 
of variance procedure identified significant differences [F(4,151)=7.49. p>.05] between 
the means by attendance center levels. The null hypothesis is rejected; the quality of 
leadership practices at the junior high (4.91), elementary (4.58), and middle school (4.44) 
attendance center levels was reported to be significantly higher than the quality of 
leadership practices at the senior high (3.77). In addition, the quality of leadership 
practices at the junior high (4.91) was reported to be significantly higher than the quality 
of leadership practices at the 7-12 secondary (4.20). 
Attendance Center (SH) (SC) (MS) (EL) (JH) 
Junior high (JH) * * 
Elementary (EL) * 
Middle school (MS) * 
7-12 Secondary (SC) 
Senior high (SH) 
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Table 13. One-way analysis of variance: Monitoring and assessment 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 11.24 2.81 4.53 2.45 
Within groups 151 93.59 .62 
Total 155 104.83 
Duncan procedure: (*) denotes pairs of groups significantly different at the .05 level 
Mean Attendance Center (SH) 
4.43 Elementary (EL) * 
4.22 Junior high (JH) * 
4.04 7-12 Secondary (SC) 
3.92 Middle school (MS) 
3.72 Senior high (SH) 
(MS) (SC) (JH) (EL) 
• 
Significant statistical difference: SH<JH=EL 
MS<EL 
Hypothesis 2 Ho: There is no significant difference in the quality of 
monitoring and assessment practices as reported by teachers from senior high, 
7-12 secondary, junior high, middle, and elementary attendance center levels. 
This hypothesis was designed to determine if there are significant differences in the 
quality of monitoring and assessment practices by attendance center levels. Table 13 
shows that the analysis of variance procedure identified significant differences 
[F(4,151)=4.53. p> .05] between the means by attendance center levels. The null 
hypothesis is rejected; the quality of monitoring and assessment practices at the 
elementary (4.43) and the junior high (4.22) attendance center levels was reported to be 
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significantly higher than the quality of monitoring and assessment practices at the senior 
high (3.72) In addition, the quality of monitoring and assessment practices at the 
elementary school (4.43) was reported to be significantly higher than the quality of 
monitoring and assessment practices at the middle school (3.92), 
Hypothesis 3 Ho: There is no significant difference in the quality of 
curriculum practices as reported by teachers from senior high, 7-12 secondary, 
junior high, middle, and elementary attendance center levels. 
This hypothesis was designed to determine if there are significant differences in the 
quality of curriculum practices by the attendance center levels. Table 14 shows that the 
Table 14. One-way analysis of variance: Curriculum 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 9.64 2.41 2.86 2.45 
Within groups 151 127.27 .84 
Total 155 136.91 
Duncan procedure: (*) denotes pairs of groups significantly different at the .05 level 
Mean Attendance Center (SH) (SC) (MS) (JH) (EL) 
4.73 Elementary' (EL) * • 
4.44 Junior high (JH) 
4.36 Middle school (MS) 
4.16 7-12 Secondary (SC) 
4.07 Senior high (SH) 
Significant statistical difference: EL>SH=SC 
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analysis of variance procedure identified significant differences [F(4,151)=2.86. p>.05] 
between the means by attendance center levels. The null hypothesis is rejected; the 
quality of curriculum practices at the elementary (4.73) was reported to be significantly 
higher than the quality of curriculum practices at the 7-12 secondary (4.16) and the senior 
high (4.07) attendance center levels. 
Hypothesis 4 Ho: There is no significant difference in the quality of staff 
development practices as reported by teachers from senior high, 7-12 secondary, 
junior high, middle, and elementary attendance center levels. 
This hypothesis was designed to determine if there are significant differences in the 
quality of staff development practices by attendance center levels. Table 15 shows that 
the analysis of variance procedure identified significant differences [F(4,151) =3.99. 
p> .05] between the means by attendance center levels. The null hypothesis is rejected; 
the quality of staff development practices at the elementary (4.68) and junior high (4.56) 
attendance center levels were reported to be significantly higher than the quality of staff 
development practices at the senior high (3.98) and middle school (3.92) attendance 
center levels. 
Hypothesis 5 Ho: There is no significant difference in the quality of 
instructional staff practices as reported by teachers from senior high, 7-12 
secondary, junior high, middle, and elementary attendance center levels. 
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Table 15. One-way analysis of variance: Staff development 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 15.70 3.93 3.99 2.45 
Within groups 151 148.72 .98 
Total 155 164.43 
Duncan procedure: (•) denotes pairs of groups significantly different at the .05 level 
Mean 
4.68 
4.56 
4.20 
3.98 
3.92 
Significant statistical difference: MS<JH=EL 
SH<JH=EL 
This hypothesis was designed to determine if there are significant differences in the 
quality of instructional staff practices by attendance center levels. Table 16 shows that 
the analysis of variance procedure identified significant differences [F(4,151) =5.59. 
p> .05] between the means by attendance center levels. The null hypothesis is rejected; 
the quality of instructional staff practices at the elementary (4.75), junior high (4.64), and 
the middle school (4.36) attendance center levels was reported to be significantly higher 
than the quality of instructional staff practices at the senior high (3.97). 
Attendance Center (MS) (SH) (SC) (JH) (EL) 
Elementary (EL) * * 
Junior high (JH) * * 
7-12 Secondary (SC) 
Senior high (SH) 
Middle school (MS) 
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Table 16. One-way analysis of variance: Instructional staff 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 13.41 3.35 5.59 2.45 
Within groups 151 90.59 .60 
Total 155 104.00 
Duncan procedure: (*) denotes pairs of groups significantly different at the .05 level 
Mean Attendance Center (SH) (MS) (SC) (JH) (EL) 
4.75 Elementary (EL) * 
4.64 Junior high (JH) * 
4.39 7-12 Secondary (SC) 
4.36 Middle school (MS) * 
3.97 Senior high (SH) 
Significant statistical difference; SH<MS=JH=EL 
Hypothesis 6 Ho: There is no significant difference in the quality of student 
discipline and behavior practices as reported by teachers from senior high, 7-12 
secondary, junior high, middle, and elementary attendance center levels. 
This hypothesis was designed to determine if there are significant differences in the 
quality of student discipline and behavior practices by attendance center levels. Table 17 
shows that the analysis of variance procedure identified significant differences 
[F(4,151)=2.73. p> .05] between the means by attendance center levels. The null 
hypothesis is rejected; the quality of student discipline and behavior practices at the 
elementary (4.51) and the junior high (4.48) attendance center levels was reported to be 
significantly higher than the quality of student discipline and behavior practices at the 
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Table 17. One-way analysis of variance: Student discipline and behavior 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 10.51 2.63 2.73 2.45 
Within groups 151 145.41 .96 
Total 155 155.92 
Duncan procedure: (*) denotes pairs of groups significantly different at the .05 level 
Mean Attendance Center (SH) 
4.51 Elementary (EL) * 
4.48 Junior high (JH) * 
4.02 7-12 Secondary (SC) 
3.98 Middle school (MS) 
3.96 Senior high (SH) 
(MS) (SC) (JH) (EL) 
* 
Significant statistical difference: SH<JH=EL 
MS<EL 
senior high (3.96). In addition, the quality of student discipline and behavior practices at 
the elementary (4.51) was significantly higher than the quality of student discipline and 
behavior practices at the middle school (3.98). 
Hypothesis 7 Ho: There is no significant difference in the quality of parent/ 
community involvement practices as reported by teachers from senior high, 
7-12 secondary, junior high, middle, and elementary attendance center levels. 
This hypothesis was designed to determine if there are significant differences the 
quality of parent/community involvement practices by attendance center levels. Table 18 
shows that the analysis of variance procedure identified significant differences 
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Table 18. One-way analysis of variance; Parent/community involvement 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 8.67 2.17 3.45 2.45 
Within groups 151 94.78 .63 
Total 155 103.45 
Duncan procedure: (*) denotes pairs of groups significantly different at the .05 level 
Mean Attendance Center (SH) (SC) (MS) (JH) (EL) 
4.79 Elementary (EL) * * 
4.63 Junior high (JH) 
4.39 Middle school ^S) 
4.24 7-12 Secondary (SC) 
4.22 Senior high (SH) 
Significant statistical difference: EL > SH=SC 
[F(4,151)=3.45. p> .05] between the means by attendance center levels. The null 
hypothesis is rejected; the quality of parent/community involvement practices at the 
elementary (4.79) was significantly higher than the quality of parent/community 
involvement practices at the 7-12 secondary (4.24) and the senior high (4.22) attendance 
centers. 
Hypothesis 8 Ho: There is no significant difference in the quality of district 
environment practices as reported by teachers from senior high, 7-12 
secondary, junior high, middle, and elementary attendance center levels. 
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Table 19. One-way analysis of variance: District environment 
N=5 
Source df SS MS F Ratio Fcv 
Between groups 4 14.62 3.66 4.17 2.45 
Within groups 151 132.51 .88 
Total 155 147.13 
Duncan procedure; (*) denotes pairs of groups significantly different at the .05 level 
Mean Attendance Center (SH) (MS) (SC) (JH) (EL) 
4.27 Elementary (EL) * 
4.26 Junior high (JH) 
4.03 7-12 Secondary (SC) * 
3.87 Middle school (MS) 
3.50 Senior high (SH) 
Significant statistical difference; SH<SC=JH=EL 
This hypothesis was designed to determine if there are significant differences in the 
quality of district environment practices by attendance center levels. Table 19 shows that 
the analysis of variance procedure identified significant differences [F(4,151)=4.17. 
p> .05] between the means by attendance center levels. The null hypothesis is rejected; 
the quality of district environment practices at the elementary (4.27), the junior high 
(4.26), and the 7-12 secondary (4.03) attendance center levels was reported to be 
significantly higher than the quality of district environment practices at the senior high 
(3.50). 
Hypothesis 9 Ho; There are no significant relationships between the quality of 
leadership practices and the quality of the practices in monitoring and 
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assessment, curriculum, staff development, instructional staff, student discipline 
and behavior, parent/community involvement, and district environment as 
reported by teachers from senior high, 7-12 secondary, junior high, middle, and 
elementary attendance center levels. 
This hypothesis was designed to determine if there are any relationships between the 
quality of leadership practices and the quality of practices in each of the other eight 
dimensions. Table 20 presents Pearson Correlation coefficients between leadership and 
the other seven dimensions. Leadership practices are positively correlated (.05 level) to 
the practices in each of the other dimensions. The null Hypothesis is rejected; there are 
significant relationships between the quality of leadership practices and the practices of 
monitoring and assessment, curriculum, staff development, instructional staff, student 
discipline and behavior, parent/community involvement, and district environment. 
Leadership correlates highest with district environment (.83) followed by student 
discipline and behavior (.70), monitoring and assessment (.69), instructional staff (.66), 
staff development (.60), parent/community involvement (.59) with curriculum (.41) 
having the lowest correlation. 
In addition to correlations between leadership practices and the practices in other 
dimensions, Table 20 presents the correlations between the practices in all of the 
dimensions. District environment practices and the practices of monitoring and 
assessment correlate the highest with the other variables. Out of all of the possible 
relationships, these same two dimensions have the highest correlation with each other 
Table 20. Correlation coefficients for educational dimensions 
LDSH MNAS CURR STDV INST SDBH P/CI DTEN 
Leadership (LDSH) .69* .41* .60* .66* .70* .59* .83* 
Monitoring and 
assessment 
(MNAS) — .82* .83* .77* .70* .82* .87* 
Curriculum (CURR) ~ — .76* .73* .50* .81* .67* 
Staff development (STDV) ~ — ~ .84* .67* .77* .74* 
Instructional staff (INST) ~ — ~ ~ .73* .81* .79* 
Student discipline 
and behavior 
(SDBH) ~ — ~ ~ ~ .80* .78* 
Parent/community 
involvement 
(P/CI) — — ~ ~ ~ ~ .81 
District environment (DTEN) — ~ — ~ ~ ~ ~ 
* = Significant at .05 level. 
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(.87). Leadership practices correlate the lowest with the practices in the other 
dimensions and correlate lowest with curriculum practices (.41), 
Summary of Findings 
The summary of findings below is presented as it relates to the four research 
questions; 1) What is the quality of the practices in the eight dimensions of education as 
reported by teachers from eighteen buildings? 2) Within each dimension, what is the 
quality of the specific practices as reported by teachers from eighteen buildings? 3) What 
differences exist between the attendance center levels regarding the perceived quality of 
the practices in each dimension of education? 4) What relationships exist between the 
quality of leadership practices and the practices of the other dimensions of education as 
reported by teachers from eighteen buildings? 
Research question one What is the quality of the practices in the eight dimensions of 
education as reported by teachers from eighteen buildings? 
Teachers, in all buildings, rated the overall quality of the practices in the 
dimensions of education near or well above the good quality range. Of the eight 
dimensions, parent/community involvement practices are reported as having the highest 
quality ranking, while monitoring and assessment practices and district environment 
practices are reported as having the lowest quality ranking. The within school variance is 
very low. Teachers, within building, are basically in agreement as to the perceived 
quality pf each dimension. 
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Research question two Within each dimension, what is the quality of the specific 
practices as reported by teachers from eighteen buildings? 
Leadership: Twenty-two out of the twenty-four leadership practices are reported to 
be of good or very good quality. Recognizing student accomplishments and contributions 
is reported to be of higher quality, while assisting individual staff members in improving 
performance and promoting communication across all groups are reported to be of 
slightly lower than good quality. 
Monitoring and assessment: Six out of the ten monitoring and assessment practices 
are reported to be of good or very good quality. Providing student assessment and 
achievement information to parents and community members is reported to be of higher 
quality, while utilizes assessment data to improve curriculum and instruction, provides 
staff with information about student assessment and achievement helpful in making 
classroom decisions, following school wide grading policies and recommended grading 
practices, and assessing affective qualities such as attitudes and self-concept, is reported 
to be of slightly lower than good quality. 
Curriculum: Five out of the six curriculum practices are reported to be of good or 
very good quality. Involving teachers in the review, evaluation and updating of 
curriculum objectives, materials, and assessment program is reported to be of higher 
quality, while the curricula of different subjects are effectively coordinated into a 
cohesive program is reported to be of slightly lower than good quality. 
Staff development: Eight out of the nine staff development practices are reported to 
be of good or very good quality. Promoting continuous, on going professional growth is 
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reported to be of higher quality, while providing follow-up and support for acquiring 
knowledge and skills is reported to be of slightly less than good quality. 
Instructional staff: Twenty-four out of the twenty-eight instructional staff practices 
are reported to be of good or very good quality. Serve as appropriate role models for 
students is reported to be of higher quality, while receive recognition for 
accomplishments and contributions from parents, students, and community, are treated as 
valuable, contributing members of society by parents, students, and community, trust the 
leadership of the school, and socialize and function as a family, are reported to be of 
slightly lower than good quality. 
Student discipline and behavior: All ten of the student discipline and behavior 
practices are reported to be of good or very good quality. Utilizes a written disciplinary 
policy and clearly stated expectations and guidelines was reported to be of higher quality. 
Parent/community involvement: All eleven of the parent/community involvement 
practices are reported as good or very good quality. Informs parents and community 
about the school's programs and activities was reported to be of higher quality. Although 
identifies programs and activities for parental involvement is reported to be of good 
quality, it is reported to be somewhat lower in quality than the other practices in the 
dimension. 
District Environment: Two out of the five district environment practices are 
reported to be of good or very good quality. Provides a positive environment that 
communicates the school's beliefs and values is reported to be of higher quality, while 
experiences support from the school board, works with the other buildings/units in the 
district in providing a comprehensive program, and experiences support from the district 
office, is reported to be of somewhat lower than good quality. 
Research question three What differences exist between the attendance center levels 
regarding the perceived quality of the practices in each 
dimension of education? 
Teachers from the elementary schools report the quality of the practices in each 
dimension of education higher than do the teachers from the other attendance center 
levels in seven out of the eight dimensions. Leadership practices are reported higher in 
quality by the teachers from the junior high schools, while the next highest rating is from 
the teachers from the elementary schools. Conversely, teachers from the senior high 
schools report the quality of practices in seven out of the eight dimensions lower than do 
the teachers from the other attendance center levels. Staff development is rated lowest by 
the teachers from the middle schools, while the next lowest rating is from the teachers 
from the senior high schools. 
An ANOVA was run on each of the dimensions by attendance center levels to 
determine if there are significant differences in the perceived quality of the practices in 
each dimension of education. In each of the dimensions, at least two significant 
differences exist between the reported quality by teachers from the different attendance 
center levels. Significant differences are present in all eight dimensions between the 
elementary and senior high attendance center levels, while six differences are present 
between the senior high and junior high attendance center levels. The greatest amount of 
86 
difference between the different attendance center levels exists in the dimension of 
leadership. 
Research question four What relationships exist between the quality of leadership 
practices and the practices of the other dimensions of education 
as reported by teachers from eighteen buildings? 
Positive relationships exist between the leadership practices and the practices in 
each of the other seven dimensions of education. Leadership practices and district 
environment practices have the strongest relationship, with strong relationships also 
existing with the practices in the other seven dimensions. 
It should also be noted that positive relationships exist between all of the eight 
dimensions. District environment practices and monitoring and assessment practices have 
the strongest relationships with the other dimensions and are highly interrelated. 
Leadership practices have the lowest relationship with the other dimensions. The lowest, 
yet still significant, relationship exists between leadership practices and curriculum 
practices. 
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CHAPTER V. SUMMARY, CONCLUSIONS, 
DISCUSSION, AND RECOMMENDATIONS 
Summary 
The overarching purposes of this study were: 1) to develop a reliable quality self-
assessment instrument, enabling educators to obtain baseline data regarding the quality of 
educational practices in their district or building, and 2) measure the quality of the 
practices in eight dimensions of education. 
In the spring of 1992, one-hundred fifty-six randomly selected teachers from 
eighteen high achieving schools in central and northern Minnesota representing senior 
high, 7-12 secondary, junior high, middle, and elementary attendance center levels were 
surveyed to measure the perceived quality of the practices in eight dimensions of 
education. The quality of practices in leadership, monitoring and assessment, 
curriculum, staff development, instructional staff, student discipline, parent/community 
involvement, and district involvement were reported with the use of a one-hundred three 
item survey instrument in which a 6-point Likert-type response scale was used by 
teachers. 
The data from this study were used to address the four following research 
questions; 1) What is the quality of the practices in the eight dimensions of education as 
reported by teachers from eighteen buildings? 2) Within each dimension, what is the 
quality of the specific practices as reported by teachers from eighteen buildings? 3) What 
differences exist between the attendance center levels regarding the perceived quality of 
the practices in each dimension of education? 4) What relationships exist between the 
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quality of leadership practices and the practices of the other dimensions of education as 
reported by teachers from eighteen buildings? 
Detailed findings from the data and a summary of the findings are presented in the 
previous chapter. Conclusions, discussion, and recommendations for practice and further 
research regarding the findings are presented below. 
Conclusions 
This study examined and reported the quality of the practices in eight dimensions of 
education as reported by one-hundred fifty-six teachers from eighteen high achieving 
schools in central and northern Minnesota. Conclusions from the findings of this study 
are listed below. Because this study reflects teachers' perceptions, other conclusions as 
to the meaning of the findings could be reached and will be addressed in the discussion 
section of this chapter. 
1. Teachers perceive the practices in the eight dimensions of education to be of high 
quality. 
2. Teachers perceive parent/community involvement practices to be of very high 
quality. 
3. Teachers perceive the quality of district environment practices to be relatively lower 
in quality as compared to the practices in the other seven dimensions. 
4. Teachers within the same building tend to be in agreement when they rate the 
quality of educational practices. 
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Differences exist in the perceived quality of educational practices between different 
attendance center levels, with a higher perceived quality existing in the elementary 
schools and lower perceived quality existing in the senior high schools. 
Positive relationships exist between the quality of leadership practices and the 
practices in the other seven dimensions of education. 
Positive relationships exist between the quality of the practices in each of the eight 
dimensions of education. 
District environment practices and monitoring and assessment practices appear to 
have the strongest relationships with the practices of the other dimensions of 
education. 
Of the eight dimensions, leadership practices appear to have the weakest 
relationship with the practices of the other dimensions of education. 
Teachers perceive most of the specific practices within the eight dimensions to be of 
good or very good quality. 
Teachers perceive some specific practices to be of considerably higher quality than 
others. The practices of higher quality are as follows: 
a) Recognizes student accomplishments and contributions. 
b) Serve as appropriate role models for students. 
c) Believe they make a difference in the lives of students. 
d) Informs parents and community about the schools' programs and activities. 
e) Informs parents about their child's progress in school. 
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f) Provides parents opportunities to meet with school personnel. 
g) Communicates with parents about their student's school work and progress. 
Teachers perceive some educational practices as being of considerably lower quality 
than others. The practices of lower quality are as follows; 
a) Assists individual staff members in improving performance. 
b) Promotes communication across all groups. 
c) Utilizes assessment data to improve curriculum and instruction. 
d) Provides staff with information about student assessment and achievement 
helpful in making classroom decisions. 
e) Follows school-wide grading policies and recommended grading practices. 
f) Assess affective qualities such as attitudes and self-concept. 
g) The curricula of different subjects are effectively coordinated into a cohesive 
program. 
h) Provides follow-up and support for acquiring knowledge and skills. 
i) Receive recognition for accomplishments and contributions from parents, 
students, and community. 
j) Are treated as valuable, contributing members of society by parents, students, 
and community. 
k) Trust the leadership of the school. 
1) Socialize and function as a family. 
m) Experiences support from the school board. 
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n) Works with the other buildings/units in the district in providing a comprehensive 
program, 
o) Experiences support from the district office. 
Discussion 
This study, conducted in central and northern Minnesota, surveyed one-hundred 
fifty-six teachers from eighteen different schools. It measured the perceived quality of 
the practices in eight dimensions of education. Four questions guided this study: 
1) What is the quality of the practices in the eight dimensions of education as reported by 
teachers from eighteen buildings? 2) Within each dimension, what is the quality of the 
specific practices as reported by teachers from eighteen buildings? 3) What differences 
exist between the attendance center levels regarding the perceived quality of the practices 
in each of the dimensions of education? 4) What relationships exist between the quality 
of leadership practices and the practices of the other dimensions of education as reported 
by teachers from eighteen buildings? Discussion of the results is presented below as it 
relates to the four research questions. 
It is not surprising the teachers participating in this study report the quality of the 
dimensions of educational practices to be of high quality in their buildings. High 
achieving schools are successful because of the quality of the educational practices used 
in the building. Schools such as the ones in this study tend to draw better teachers by 
providing higher salaries, more support help, better staff development, and a better 
standard of living in the community. Successful schools also take pride in building a 
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culture of doing things well. It was surprising, however, to find teachers reporting the 
quality of parent/community involvement practices higher than the practices of the other 
dimensions. The literature indicates the parents and community members of our nation 
are not satisfied with the level of their involvement (AASA, 1992). It is possible that the 
schools in this study have developed parent/community involvement to a point in which 
the parents and community members play an integral role in the schools, including 
involvement in the decision making process. It is also, however, possible the teachers 
are very satisfied with the current level of involvement of the parents/community in the 
schools and see no reason, or have no interest, in expanding their involvement. 
The reporting of lower quality of district environment practices indicates this may 
be an area of concern. Perhaps the low ratings are an indication of lower quality 
practices in this area, or perhaps the re-occurring issues of labor and management, 
incompatibility regarding change, or a we/they attitude has influenced the rating by the 
teachers. It also stands to reason that as buildings and individual staffs become more 
involved and are given more authority in the decision making process, the involvement 
and the support from the district office and the school board must take a different shape. 
This change in power structure requires a change in thinking by all individuals regarding 
the role of the central office. The superintendent, central office staff, and board must 
become facilitators of change who must also participate in that change (Raiche, 1983). 
The low within school variance is not surprising. There is a group effect among 
teachers in the same school that fosters the development of common practices. These 
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practices which were developed from common beliefs and norms are the beginning of a 
positive school culture (Taylor, 1991). 
The differences in teachers' ratings within the attendance center levels were 
expected. The ratings of lower quality by the teachers from the high schools and the 
higher ratings of quality by the teachers from the elementary are consistent with research 
regarding the differences between teachers of different grade levels. High schools are 
usually larger with a smaller span of control which allows more diversity. High school 
teachers are more subject oriented through departments, and because of the complex and 
difficult issues with which they deal, they are usually less positive than elementary 
teachers. 
As expected, leadership practices had a positive relationship with the practices of 
each of the other seven dimensions. It was surprising, however, to find that of the eight 
dimensions, leadership had the weakest relationship with the other dimensions. 
Numerous studies (Barth, 1982; Lezotte, 1982; Sweeney, 1982) have indicated one of the 
most important factors of effective schools is the quality of leadership by the building 
principal. It is possible that the practices comprising the dimension of leadership 
measure things other than leadership. Perhaps such aspects as management skills 
contaminated the results. The differences between leadership and management are 
distinct; yet, they are complimentary systems of action with their own functions and 
characteristics (Kotter, 1990). Perhaps part of the weakness has to do with the changes 
that are taking place within the realm of leadership itself. The change in roles for a 
leader could lead to a perception of poor leadership if the expectations for the old 
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managerial type of leader are applied. It should be noted, however, although the 
correlations between leadership and the other practices may be weak, they are still 
significant. 
The positive relationships between all of the dimensions tell us that quality is a 
perception and is organization wide. Typically, measurement of quality indicating an 
organization does most things well, means high quality is pervasive throughout the 
organization. The positive relationships also help point out the complexity of a school 
setting. Rosabeth Kanter, in The Change Masters (1983), presents the problems with the 
interrelatedness of the different components of an organization and how all of them must 
be addressed by empowered people at all levels. The strong relationship between district 
environment and the rest of the dimensions reaffirms the important role that the 
superintendent and the central office play in the practices of the individual buildings. 
The implementation of site empowerment does not mean that a hands-off approach must 
be used, but rather that a collaborative team approach with well defined needs and 
expectations must be developed. The strong relationships between monitoring and 
assessment and the other dimensions are somewhat of a puzzlement, but considering the 
current concerns regarding accountability and the premise that assessment and 
documentation of results are intended to serve as sort of a summary of what the 
educational process does, there is justification for a relationship to exist. It would be 
interesting to examine the findings of similar studies to see if the same relationships exist. 
Teachers feel they have developed good relationships with parents and students. 
This is not surprising because teachers generally believe they interact well with others. 
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Recognizing student accomplishments, making an impact on student lives, and serving as 
appropriate role models for students are all practices which contribute to a positive 
climate setting the stage for improved learning. Developing good communication lines 
with parents through both written and personal contact is also beneficial to the learning 
process. Effective schools are ones in which parents are informed of school policies and 
programs, teachers initiate contact with parents, and parents feel positive about their 
relationship with the school (Coleman, 1988). 
Teachers perceive their building administrator's leadership practices, especially in 
communication, to be somewhat lower quality than the practices of the other dimensions. 
Trust in their building administrator is also at a somewhat lower level of quality. 
Facilitating communication and instructional improvement are not practices which have 
been at the top of many principals' job descriptions. Many times principals function as 
the "man or woman in the middle" who put out fires many may not have the time or 
want to make the time to prove themselves as instructional leaders. Their role as 
manager, disciplinarian, and decision maker does not necessarily fit with developing 
communication and instructional improvement. It also should be noted that principals are 
still viewed by many teachers as "one of them" rather than a member of the educational 
team in the building. 
It was not surprising to see that the teachers do not perceive themselves utilizing 
assessment processes and data as well as they do performing most of the other specific 
practices. Assessing affective behaviors, or the utilization of any type of assessment 
other than paper and pencil test regarding factual information, is relatively new to most 
teachers. It also stands to reason that the teachers' perception of low quality in following 
school-wide grading policies and recommended grading practices is a result of teachers 
simply not feeling comfortable or having the confidence to address the issue of 
assessment as individuals or even as an educational staff. Educators are just beginning to 
develop skills in this area; therefore, the quality of the practices involving assessment are 
somewhat lower than many of the other practices. This is a concern since one of the 
most important skills of an effective teacher is the ability to assess whether or not 
students are learning and then adjust the teaching practices and environment accordingly 
(Glickman, 1991; NCEST, 1991). Similar concerns exist in the area of integrating the 
curriculum into a cohesive program. Teachers, especially secondary, generally view 
education as a collection of unrelated disciplines, each with its own body of facts and 
information. The inability to replace discrete subject areas with thinking and problem 
solving skills, will not lead education to the changes necessary for improving student 
learning (Costa, 1993; NASBE, 1988). The above mentioned areas of concern involve a 
change in thinking regarding continuous improvement and should be taken into 
consideration when planning staff development programs. It should also be noted that 
teachers identifying the need for more follow through and support in developing new 
skills is not unique to the teachers in this study. Teachers in all districts need to include 
follow up and support for new concepts to be developed in a staff development program. 
The program must also include a transition component which allows and facilitates a 
process for the new skill, knowledge, or concept which has been learned, to be brought 
back to the actual work setting (Wood & Kline, 1988). 
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With all of the criticism that has been directed at public education, it is not 
surprising that the teachers feel they are not receiving the recognition they deserve for 
their accomplishments and the services they provide. As a result, they do not feel they 
are treated as valuable and contributing members of society. It is interesting to see that 
the teachers do not perceive themselves functioning and socializing as a family. Issues 
such as self esteem, recognition, and functional unity should be addressed because if they 
are not, they could have a devastating effect on not only the climate of a building, but 
also on the effectiveness of individual teachers. 
As stated earlier in this chapter, the relationship between district environment and 
virtually all of the educational practices is very important. The teachers perceive the 
working relationship between themselves, the district office, and school board as less than 
good. Once again, the labor/management issues may have a large impact on this 
relationship. Unwillingness to change, battles over turf, accountability, the list goes on 
and on as to why a poor relationship may exist. The relationship between the teaching 
staff and the administration/district should be the first area to be considered for school 
improvement. 
Limitations 
1. This study is centered on self-assessment with all data coming from teachers, and it 
only measures their perceptions. Although teachers' perceptions are important in 
developing a baseline for improvement, it must be remembered that in a quality 
improvement process all people in a organization must be involved. 
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The eighteen schools involved in this study are all high achieving schools from 
central and northern Minnesota urban, suburban, and rural areas. Drawing 
generalizations from the data received from this study for other schools from 
different environments and cultures would not be appropriate. 
The number of schools which make up each of the attendance center levels is quite 
small which, therefore, makes it difficult to draw generalizations to a larger 
population. 
This research surveyed only ten teachers from each of the buildings. A larger 
sample of teachers, especially from the larger buildings, may have given a more 
accurate representation of the entire staff in each building. 
Recommendations for Practice and Further Study 
Quality self-assessment instruments should be used for measuring improvement. 
When developing a school improvement plan, a school should assess the 
relationship between the individual school and the district office/school board as a 
starting point. 
Further study of the quality of educational practices is recommended. This further 
study should include a larger population with a balance of school size and 
geographic areas. 
The items in this study's survey regarding the dimension of leadership should be re­
examined to determine if they represent a true picture of leadership rather than a 
combination of leadership and management skills. 
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5. Further study is recommended with similar instruments being developed and 
administered to parents and students in conjunction with the teacher focused 
instrument used in this study. 
Summary 
The concept of quality in education seems to becoming more and more accepted, in 
educational circles, as a model for school improvement. This study was based on the 
idea that education practices can be identified and measured for the purpose of 
improvement. 
This study focused on teachers' perceptions of the level of quality in their buildings, 
but did not deal directly with hard data such as measurement of student achievement. 
Although a complete quality improvement process would include all aspects of an 
educational system, this study presented a foundation from which educators can start to 
develop a plan to improve student learning. 
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Orientation to Excellence 
This instrument is designed to assess the quality of educational practices related to excellence of your school. 
It addresses eight different dimensions of educational practice: 
1. Leadership 
2. Monitoring and Assessment 
3. Curriculum 
4. Staff Development 
5. Instructional Staff 
6. Student Discipline and Behavior 
7. Parent/Community Involvement 
8. Environment 
Your cooperation in completing this survey is appreciated and will be instrumental in improving the quality of 
educational practices in your school. Your responses are strictly confidential and will be reported only in 
aggregate form by buildings/units. 
Instructions 
Please respond to each item based on your perception of the current level of quality by circling the appropriate 
number. 
Very Very 
Poor Poor Mediocre Good Good Excellent 
Quality Quality Quality Quality Quality Quality 
1 2 3 4 5 6 
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LEADERSHIP DIMENSION 
The administrator... 
(If the school/unit being assessed has more than one administiator, evaluate each item with the 'administrative team* in mind.) 
1. Facilitates establishment and communication of important school goals. 1 2 3 4 5 6 
2. Provides leadership for implementing and monitoring school goals. 1 2 3 4 5 6 
3. Promotes staff commitment to school improvement efforts. 1 2 3 4 5 6 
4. Encourages staff ideas and suggestions for improving the school. 1 2 3 4 5 6 
S. Involves staff in program developments, problem solving, and decision 
making. 1 2 3 4 5 6 
6. Recognizes teacher accomplishments and contributions. 1 2 3 4 5 6 
7. Recognizes student accomplishments and contributions. 1 2 3 4 5 6 
8. Leads by example. 1 2 3 4 5 6 
9. Promotes communication across all groups. 1 2 3 4 5 6 
10. Assists individual staff members in improving performance. 1 2 3 4 5 6 
11. Manages problems and conflicts. 1 2 3 4 5 6 
12. Manages discipline and student behavior problems. 1 2 3 4 5 6 
13. Provides leadership in maintaining high standards for student achievement. 1 2 3 4 5 6 
14. Provides leadership in assessing student progress and utilizing information 
for instructional improvement and student placement. 1 2 3 4 5 6 
IS. Provides leadership in developing and maintaining a comprehensive and 
articulated curriculum. 1 2 3 4 5 6 
16. Manages the daily operation of the school. 1 2 3 4 5 6 
17. Manages the maintenance of the school facilities. 1 2 3 4 5 6 
18. Promotes a climate of trust and respect. 1 2 3 4 5 6 
19. Listens to and provides support for staff members. 1 2 3 4 5 6 
20. Promotes parent and community involvement in decisions affecting policy 
development and educational programs. 1 2 3 4 5 6 
21. Promotes communication with parents and conmiunity. 1 2 3 4 5 6 
I l l  
22. Maintains visibility in the building. 1 2 3 4 5 6 
23. Listens to and provides support to students. 1 2 3 4 5 6 
24. Provides leadership for improving school climate. 1 2 3 4 5 6 
MONITORING AND ASSESSMENT DIMENSION 
The school... 
25. Communicates student assessment policies and procedures for students, 
teachers, and parents. 1 2 3 4 5 6 
26. Utilizes school wide assessments to measure student progress. 1 2 3 4 5 6 
27. Utilizes assessment data to improve curriculum and instruction. 1 2 3 4 5 6 
28. Utilizes school wide assessment to provide students information on their 
progress. 1 2 3 4 5 6 
29. Provides student assessment and achievement information to parents and 
community members. 1 2 3 4 5 6 
30. Assess affective qualities such as attitudes and self-concept. 1 2 3 4 5 6 
'31. Provides staff with information about student assessment and achievement 
helpful in making classnxim decisions. 1 2 3 4 5 6 
32. Follows school-wide grading policies and utilizes recommended grading 
practices. 1 2 3 4 5 6 
33. Utilizes student assessment results for meeting needs of students. 1 2 3 4 5 6 
34. Hiiplirjilinn nf  flffnrt anH HiKniptinn nf rla<ismnm arfiviHpc 
in assessing student progress. 1 2 3 4 5 6 
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CURRICULUM DIMENSION 
The curriculum... 
3S. Includes the competencies and outcomes of the state educitioo depaitment 
and local district. 1 2 3 4 5 6 
36. The cunicula of different subjects aie effectively coordinated into a 
cohesive program. 1 2 3 4 5 6 
37. Involves teachers in the review, evaluation, and updating of curriculum 
objectives, materials, and assessment program. 1 2 3 4 5 6 
38. Includes content and learning experiences that help students master skills 
necessary to function in society. 1 2 3 4 5 6 
39. Includes instructional materials, resources, and learning activities matched 
to objectives, student developmental levels, and achievement. 1 2 3 4 5 6 
40. Aligns what is taught with expected student outcomes. 1 2 3 4 5 6 
STAFF DEVELOPMENT DIMENSION 
Staff development.. 
41. Includes a process that identifies staff needs. 1 2 3 4 5 6 
42. Promotes continuous, on-going professional growth. 1 2 3 4 5 6 
43. Includes activities that maTimiTu the use of time and available facilities. 1 2 3 4 5 6 
44. Utilizes valid and meaningful activities and learning experiences. 1 2 3 4 5 6 
45. Promotes broad participation and involvement of stafT. 1 2 3 4 5 6 
46. Provides for active learning in staff development activities and learning 
experiences. 1 2 3 4 5 6 
47. Provides follow-up and support for acquiring knowledge and skills. 1 2 3 4 5 6 
48. Promotes attainment of school goals and supports the school's improvement 
efforts. 1 2 3 4 5 6 
49. Promotes a professional culture. 1 2 3 4 5 6 
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INSTRUCTIONAL STAEF DIMENSION 
Instructional staff... 
SO. Receive recognition for accomplishments and contributions from parents, 
students, and community. 1 2 3 4 5 6 
51. Are treated as valuable, contributing members of society by parents, 
students, and community. 1 2 3 4 5 6 
52. Ate treated as valuable, contributing members of the school community 
by other members of the instructional staff. 1 2 3 4 5 6 
53. Share, help, and support each other. 1 2 3 4 5 6 
54. Work together to achieve desired results. 1 2 3 4 5 6 
55. Share a vision of the school. 1 2 3 4 5 6 
56. Strive to enhance the learning environment. 1 2 3 4 5 6 
57. Utilize innovative approaches to improve the school. 1 2 3 4 5 6 
58. Create new ideas and approaches in the classroom and school. 1 2 3 4 5 6 
59. Communicate to students and others the need for a high level of achievement 
and behavior. 1 2 3 4 5 6 
60. Develop and maintain high and explicit standards for student performance. 1 2 3 4 5 6 
61. Accept responsibility for what occurs in the school. 1 2 3 4 5 6 
62. Accept ownership for student achievement in the school. 1 2 3 4 5 6 
63. Disagree constructively on important issues. 1 2 3 4 5 6 
64. Strive to reach persona], professional and school goals and mission. 1 2 3 4 5 6 
65. Help others in sharing the responsibility of facilitating school improvement. 1 2 3 4 5 6 
66. Serve as appropriate role models for students. 1 2 3 4 5 6 
67. Socialize and liinction as a family unit. 1 2 3 4 5 6 
68. Express pride in the school and its programs. 1 2 3 4 5 6 
69. Strive to use financial resources wisely. 1 2 3 4 5 6 
70. Provide support and assistance to colleagues. 1 2 3 4 5 6 
71. Demonstrate a willingness to grow and improve. 1 2 3 4 5 6 
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72. Trust one another. 1 2 3 4 5 6 
73. Strive to maT;Tn;Ti». achievement for all students. 1 2 3 4 5 6 
74. Trust the leadership of the school. 1 2 3 4 5 6 
75. Show concern ind interest for the welfare of all students. 1 2 3 4 5 6 
76. Believe they make a diRereace in the lives of students. 1 2 3 4 5 6 
77. Strive to reach students with special needs in the regular education 
classroom. 1 2 3 4 5 6 
STUDENT DISCIPLINE AND BEHAVIOR DIMENSION 
The school... 
78. Utilizes a written disciplinary policy and clearly stated e:q>ectations 
and guidelines. 1 2 3 4 5 6 
79. Utilizes disciplinary policy consistently and fairly. 1 2 3 4 5 6 
80. Utilizes periodic review of policy and guidelines. 1 2 3 4 5 6 
81. Involves parents, guardians, or surrogates in solving behavioral and 
disciplinary problems. 1 2 3 4 5 6 
82. Develops student responsibility for behavior. 1 2 3 4 5 6 
83. Creates a sense of student belonging. 1 2 3 4 5 6 
84. Helps students resolve problems before they lead to behavioral problems. 1 2 3 4 5 6 
85. Takes disciplinary action promptly after iniractions. 1 2 3 4 5 6 
86. Employs consistent general discipline procedures among teachers. 1 2 3 4 5 6 
87. Utilizes preventive practices to minimiTi^s student discipline problems. 1 2 3 4 5 6 
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PARENT/COMMUNITY INVOLVEMENT DIMENSION 
School... 
(consider the term parent to include guardians and surrogates.) 
88. Promotes a partnership between home and school. 1 2 3 4 5 6 
89. Informs parents and community about the school's programs and 
activities. 1 2 3 4 5 6 
90. Informs parents about their child's progress in school. 1 2 3 4 5 6 
91. Identifies needs and interests of parents. 1 2 3 4 5 6 
92.  Implements programs and activities for parental involvement. 1 2 3 4 5 6 
93. Informs parents and community about the effectiveness of the school 
programs. 1 2 3 4 5 6 
94. Includes parent and community in decision making. 1 2 3 4 5 6 
9S. Informs the parents and community about procedures for involvement 
in school activities and participation in school decision making. 1 2 3 4 5 6 
96. Provides parents opportunities to meet with school personnel. 1 2 3 4 5 6 
97. Reaches out to individual parents to provide and solicit help to 
strengthen their child's educational program. 1 2 3 4 5 6 
98. Communicates with parents about their student's school work and 
progress. 1 2 3 4 5 6 
SCHOOL ENVIRONMENT DIMENSION 
School... 
99. Experiences support from the school board. 1 2 3 4 5 6 
100. Works with the other buildings/units in the district in providing a 
comprehensive program. 1 2 3 4 5 6 
101. Experiences support from the district office. 1 2 3 4 5 6 
102. Provides a positive environment that communicates the school's beliefs 
and values. 1 2 3 4 5 6 
103. Accords all instruction and non-instructional staff equal respect and 
status. 1 2 3 4 5 6 
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APPENDIX B. CONFIRMATION LETTER TO PRINCIPAL 
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Dear Building Principal: 
Thank you for helping me with your cooperation in this research 
project. In addition to the data I wUl be reviewing to complete 
my dissertation, I am confident the results of this survey will be 
helpful to you and your staff in your school improvement efforts. 
As I stated during our phone conversation, I have submitted 
enough surveys and envelopes for a representative sample from 
your staff. In order to insure the sample is random, please be 
certain that all teachers in your building have an equal chance to 
be selected. 
I have enclosed a large addressed envelope into which all of the 
sealed questionnaires can be placed and mailed. Once I have 
tallied the surveys, I will send the results to you. Please let me 
know if you would like any results comparing your building with 
the results from the other buildings being assessed. 
Once again, thank you for your help and if you or any of your 
staff have any questions, please contact me. 
Sincerely, 
Lyle Koski 
Iowa State University 
Home Phone: 612-462-2027 
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APPENDIX C. LETTER OF EXPLANATION TO TEACHERS 
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ORIENTATION TO EXCELLENCE 
Dear Teacher: 
In an effort to assess the level of quality of educational practices in your building, we 
are asking that you complete the enclosed survey. The information from this survey 
will be analyzed and reported in terms of a building as a whole rather than individual 
teacher opinions. The results from your building will be returned to your building 
administration. 
You may be assured of complete confidentiality. The number on the enclosed envelope 
will be used only to help identify any surveys which are not completed and returned. 
Please do not put your name on the survey. When you have responded to each item, 
place the survey in the envelope provided, seal it and return to the person administering 
this survey. 
Thank you for your cooperation in completing this survey. 
Sincerely, 
Lyle Koski 
Iowa State University 
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APPENDIX D. INFORMATION FOR REVIEW OF 
RESEARCH INVOLVING HUMAN SUBJECTS 
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Information for Review of Research Involving Human Subjects 
Iowa Stafe University 
(Please-type and use the attached instmctions for completing this form) 
Development of an assessment process to determine the quality 
1. T;!lftnfPmief.r of educational practices 
2. I agree to provide, the proper surveillance of this project to insure that the rights and welfare of the human subjects are 
protected. I will report any adverse reactions to the committte. Additions to or changes in research procedures after the 
project has been approved will be submitted to the committee forreview. I agree tore^i^estrenewal of approval for any project 
continuing more than one year. 
Lyle E. Koski 4/30/92 
Typed Nnae of Princip«l Invejtigitor Due V nfjA^nrip.1 invrtiignnr 
Profgssional Studies in Education N229 Lagomarciito Hall 294-4143 
Dcpazlmcnl Cimpus Addjvi Cunptu Telephone 
3. Signatures of other investigators Date Relationship to Principal Investigator 
4. Principal Investigator(s) (check all that apply) 
D Faculty • Staff S Graduate Student D Undergraduate Student 
5. Project (check all that apply) 
• Research [xl TTiesis or dissertation Q Class project • Independent Study (490,590, Honors project) 
6. Number of subjects (complete all that apply) 
# Adults, non-students # ISU student # minors under 14 other (explain) 
# minors 14 - 17 
7. Brief description of proposed research involving human subjects: (See instmctions, Item 7. Use an additional page if 
needed.) This research project is designed to assess the level of quality of educa­
tional practices that are present in individual schools. Thirty schools representing 
rural, suburban, and urban communities have been selected to field test a quality 
assessment survey. The dimensions of educational practices to be examined are: 
leadership, monitoring, curriculum, staff development, instructional staff, discipline, 
parent involvement, and environment. 
Each building principal, of the participating schools, will randomly select a 
sample of teachers to complete the survey. Teacher confidentiality will be honored 
by giving a number to each participant. This number method will be used only in 
assisting a follow up process to insure that all surveys are completed. The results 
of the survey will be reported only in aggregate form by buildings. 
(continued on 
suoolement 3a?e) 
(Please do not send research, thesis, or dissertation proposals.) 
Informed Consent; G Signed informed corisent -.vill be obtained. (Attach a copy of your form.) 
n Modifict; ir.formed consc-.; -vin bo obtained. (See instrucuons, item S.) 
Not appir. abic to this pro'jc;. 
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9. Confidentiality of Data: Describe below the methods to be used to eosoie the confidentiality of data obtained. (See 
instnioicns, item 9.) Each cooperating principal will Issue the randomly selected teacher 
a survey and an envelope with a ntnnher on the outside of the envelope. As the teach 
completes the survey, he/she will place tie survey into the envelope and seal It 
before turning it in. Once the building principal has collected all t±e surveys, he 
she will give the completed surveys to the researcher. At no -time during the proces 
will the principal nor the researcher be able to match individual teachers with thei 
perceptions as expressed in the survey. 
10. What risks or discomfort win be part of the stady? Will subjects in the research be placed at risk or incur discomfort? 
Describe any lisks to the subjects and jsccantions that win iv. tniem m minimiTf. (Theconcept of risk goes beyond 
physical risk and includes ri^ to snbjccts' dignity and self-respect as well as psychological or emotional risk. See 
instructions, item 10.) 
This project will not place any of the participants in any type of risk or cmcomforr 
able situation. 
11. CHECK ALL of the following that apply to your research: 
• A. Medical clearancc necessary before subjects can participate 
• B. Samples (Blood, tissue, etc.) from szibjects 
• C Administradon of substances (foods, drugs, etc.) to subjects 
• D. Physical cxcrdse or condinoning for subjects 
• E. Deception of subjects 
• F. Subjects under 14 years of age and/or • Subjects 14- 17 years of age 
Q G. Subjcca in institutions (nursing homes, prisons, etc.) 
• H. Research must be approved by another instimtion or agency (Attach letters of approval) 
If yon checked any of the items in 11, please complete the following ia the space below Qnclude any atockments): 
ItemsA>D Describe the procedures and note the safety precautions being taken. 
Item E Describe how subjects will be deceived; justify the deception; indicate the debriefing procedure, including 
the timing and information to be presented to subjects. 
Item F For subjects imder the age of 14, indicate how informed consent fiom parents or legally authorized repre­
sentatives as well as from subjects will be obtained. 
Items G & H Specify the agency or instimtion that must approve the projecL If subjects in any outside agency or 
institution are involved, approval must be obtained prior to beginning the research, and the letter of approval 
should be filed. 
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Last Name of Principal Investigator K o S l C l  
Checklist for Attachments and Time Schedule 
The following are attached (please check): 
12. S] Letter or wrinen statement to subjects indicating clearly: 
a) purpose of the research 
b) the use of any identifier codes (names, #'s), how they will be used, and when they will be 
removed (see Item 17) 
c) an estimate of time needed for participation in the research and the place 
d) if applicable, locanon of the research activity 
e) how you will ensure confidentiality 
f) in a longitudinal study, note when and how you will contact subjects later 
g) participation is voluntary, nonpanicipation will not affect evaluations of the subject 
13.Q Consent form (if applicable) 
14. • Letter of approval for research &om cooperating organizations or instinitions (if applicable) 
15. g] Data-gathering instruments 
16. Anticipated dates for contact with subjects: 
First Contact 
Mid May, 1992 
Month / Day / Year 
17. If applicable: anticipated date that identifiers will be 
tapes will be erased: 
Last Contact 
June, 1992 
Month / Day / Year 
from completed survey instruments and'or audio or visual 
IS. Si 
Month / Day / Year 
r^jf Deparmiental Executive Officer Date. Administrative Unit 
19. Decision of the University Human Subjects Review Committee: 
Project Approved Project Not Approved No Action Required 
P a t r i c i a  M .  K e i t h  
Name of Committee Chairperson Date Signature ot'Committee Chairperson \ 
GC:l/90 
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SUPPLEMENT PAGE 
Lyle E. Koski 
Once the data is collected and analyzed, each building's individual results will 
be given to the building principal to assist the building with their own improve­
ment process. Although none of the other school's individual results will be 
shared, comparative data with the other schools of the same size and grade level 
will be made available if desired. 
